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ABSTRACT

AN INVESTIGATION OF INDIVIDUAL DIFFERENCE FACTORS
IN ONLINE INSTRUCTION

Yilmaz, Kivang
MS., Department of Psychology
Supervisor  : Assoc. Prof. H. Canan Sumer

December 2006, 132 pages

This thesis study analyzed the individual differefectors affecting the
success of online instruction. The factors thatesetamined are mastery goal
orientation, learning self efficacy, and conscieasiness. The success of online
instruction was examined in terms of the knowledge skill acquisition during
training, the practice level, and program completiate. To investigate the effects
of the hypothesized factors, an online instrucporgram on time management,
fast and effective reading, and memory skills waxgetbped and administered to a
sample of college students. Results showed thatdheloped online instruction
program improved time management knowledge andéasling skills of
participants. Additionally, conscientiousness wasd to predict the program
completion rate. On the other hand, results faeslipport the suggestions that
mastery goal orientation would predict the undestagractice level and the
improvements in knowledge and skill levels. Thepmsed predictive relationships
between learning self-efficacy and practice lesehall as between
conscientiousness and practice level were not stgapeither. Finally, the claim
that completing the training program would imprdke learning self efficacy of
the participants was not supported.

Keywords: Online Instruction, Individual Differen&actors, Time

Management, Fast and Effective Reading, MemorysSkil



Oz

INTERNETE DAYALI EGITIMDE
KISISEL FARKLILIK ETMENLERININ INCELENMES

Yilmaz, Kivang
Yuksek Lisans, Psikoloji Bolumu

Tez Yoneticisi  : Dog. Dr. H. Canan Sumer

Aralik 2006, 132 sayfa

Bu tez camasi, internete dayalggimin basarisini etkileyen kisel
farklilik etmenlerini incelenstir. Incelenen faktorler, genme yonelimi, grenme
oz-yeterlgi ve sorumluluk bilincidirinternete dayaligtimin basarisi, bilgi ve
beceri kazanimi, glirmalari yapma orani ve program tamamlanma orani
temelinde incelenmgiir. One siriilen etmenlerin etkilerini incelemelkizaman
yonetimi, hizli ve etkili okuma ve bellek kullanrkanularinda internete dayali bir
egitim programi gektirilmis ve Universite grencilerinden olgan bir 6rnekleme
uygulanmgtir. Sonuclar, gegtirilen egitim programinin katilimcilarin zaman
yonetimi ve hizli okuma becerilerini gglrdigini gdstermektedir. Buna ek olarak,
sorumluluk bilinci, programin tamamlanma oranindaml gl bulunmugtur. Buna
karsilik, sonuclar, grenme yoneliminin yapilan atirma dizeyi ve bilgi ve beceri
duzeylerindeki dgisimi yordayaca 6ngoriisinu desteklemegtii. Ogrenme 6z
yeterligiyile alistirma dizeyi ve sorumluluk bilinciyle atirma diizeyi arasinda
olacal 6ne surilen yordayici skiler de desteklenmentir. Son olarak, programi
tamamlamanin katilimcilarinstenme 0z yeterli zerinde olumlu bir etki
yapacg! beklentisi gercekkgnemitir.

Anahtar kelimelerinternete Dayali gitim, Kisisel Farklilik Etmenleri,

Zaman Yonetimi, Hizli ve Etkili Okuma, Bellek Kuliena Becerileri
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CHAPTER 1

INTRODUCTION

1.1. Overview

This study is carried out to investigate severdivildual difference factors
affecting the success of online instruction. Ity avas to examine these factors by
providing an online instruction program to univeysstudents. Since the study is
about online instruction, a brief introduction abouline instruction is provided in
the following part.

Online instruction, e-learning, online training,yashronous/synchronous
learning, distant education, and web-based deggrams are some of the most
popular terms recently being used in instructicara technological contexts. All
of these terms are some times covered by e-leamdmmge. Although it will be
used to refer to a subgroup of these instructiaoalcepts in latter parts of this
text, in this section the term e-learning is usedefer to all relevant terms. The
popularity of e-learning programs is based on thivelty and the potential
improvements over the traditional methods/techrsgoklearning they promise.
Some forms of such modern instructional methods adready in use. Some
universities are providing degree programs ovegrivdt (e.g., Harbeck, 2001, for
more examples, http://www.petersons.com/distanceilegi'code/search.asp or
http://www.geteducated.com/featured/featured.asp ba visited). Despite its
increasing popularity, however, scientific reseasohe-learning was considered to
be scarce (Brown, 2001). Yet, the number of studiese-learning is increasing
rapidly as more and more attention is drawn to dhea (e.g., Buckley, 2003;
Butler, 2004; Carter, 2004; Doo, 2004; Fitzger&d03; Harbeck, 2001; Johnson,
2003; Juarez, 2003; Singh, 2002; Woods 2004).

Studies on e-learning focus either on technologicahstructional basis of
the program, or on both aspects of e-learning. Aieatthe focus, usually the
main aim of the studies is to determine the factdfscting the effectiveness of

such programs. Current study’s aim was to deterntivee effects of mainly
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individual differences of the learners on succe$ssach programs. More
specifically, the study aimed to investigate thdée@t of goal orientation,
conscientiousness, and learning self-efficacy, atcames of online instruction
(i.e., behavior/skill demonstration, knowledge,qbice level, and completion rate).
To investigate the effects of these factors, aningi program on becoming an
effective learner was developed and applied in Midehast Technical University
(METU).

This study aimed to examine online training becaafsevo main reasons.
First reason is that it has the potential to retioiuze the training concept itself
with the features already mentioned. It enablesocader number of learners to
have the chance to get the training independenhaf location. It completely
changes the learning environment, including butlintited to the reduction of the
need for instructor support, the provision of immagel feedback, a great degree of
individualization, improved reusability, and inclois of new ways of interaction
to the program. Secondly, scientific research anttpic is still scarce. Brown
(2001) states that much of the research in thia metheoretical and concerned
with the technological side of the training. Moreowvthe area is growing at a rapid
rate and more research is required to investigeechanges or the developments
in the technological side will bring to the traigiarena.

Before delving any deeper into the study, it mayappropriate to note that
certain terms are used interchangeably in this pdpm example, Clark (1995)
distinguishes between training, education, and ldpweent. In a similar way,
learner and student may be separated. Howeverpucio distinctions are made
here, because for the purposes of the current sthdyfact that a “participant” is
acquiring new skills or knowledge is the main facliserefore, the terms training,
development, education, and also instruction ae#l uisterchangeably. Similarly,
student, trainee, and learner are used interchbhgea

In the following sections, information about thaiming program and the
sample of current study are provided. Followingtthgeneral information
regarding online instruction, instructional designd instructional software design
is presented. Next, the individual difference fasttihat have been investigated in
the current study for their effects on the succetsonline instruction are

introduced. Finally, the outcome variables andiyygotheses are presented.
2



1.2. Training Program: How to be an Effective Learner

Current study involved development of a trainingggyam that aims to
support college students in becoming more effecle@ners. The training
program has the motto “Learn to learn” and involthsee modules. These
modules contain instruction related to fast andctive reading, planning and time
management, and better use of memory and retetgabmiques. The importance
of time management is emphasized in many bookserkla increasing academic
success (e.g., Casey, 1991; Feldman, 2003; Fr&@i8; Zimmerman, Bonner, &
Kovach, 1996) as well as student success suppest(®&.g., Muskingum College —
Center for Advancement and Learning; Learning SKltogram York University).
Zimmerman et al. (1996) state such phrases as’t gat my homework get done
on time, and | always have to cram for tests” (p.43 indicators of poor time
management. Through examples, the authors alseogedpat increase in this skill
can increase the grasp of the learning materist, deores, and the self-efficacy
perceptions of students. Similar to Zimmerman et @hsey (1991) relates the
phrases “there doesn't seem to be enough time” “andst can't meet the
deadlines; the work keeps piling up” (p. 11) to pgadanning and time
management. Casey suggests that adopting and maigta planned approach
will help the student keep on top of work, meetdlies and still have more time
left for other things. Pages of Learning Skills gteom of York University suggest
that “all other things being held constant, betiere management skills can
improve students’ grades, help students keep sineskeck, and help them be
competitive in the career they undertake followihgir university education”
(http://www.yorku.ca/cdc/Isp/tmonline/tm1.htm). Atdnally, Frank (2003)
claims that “the most successful people, includimgmost successful students, are
usually ardent list-makers and schedule-keeper3{p

However, according to Muskingum College’s Center Adlvancement and
Learning (CAL) Learning Strategies Database, sgtiside time for studying is
not enough to study (http://www.muskingum.edu/~datiibase/general/time.html)
i.e.; it is necessary to plan for study. Therefa®yeloping time-management and
planning skills is important. Zimmerman et al. (699point out that, time

management skills and other skills related to learn including text



comprehension and summarizing, are usually not -delkloped or used
efficiently by students, and will be seldom effgetunless implemented through a
systematic approach.

Zimmerman et al. (1996) emphasize the importanceeading skills along
with time management. They state that students medaecome proficient in
understanding text because much school learnimeéesly college) is achieved
through reading. Casey (1991) claims that few peopad efficiently, and most
people do not have the necessary arsenal of ditfeeading approaches required
for different kinds of materials. The author alssies that “real secret of rapid
reading is tdrain (emphasis added) your eyesste morgemphasis in origindl)
(p. 23). Waldman (1972) also suggests that almastone, including the
exceptionally good readers, attains her/his futepbal in reading. Frank (2003)
claim that ordinary reading skills will not be embuin today’s world because of
large amount of information to be assimilated ismaall amount of time. The
author also proposes that “the superior studentaable of reading the material
quickly and understand thoroughly what has beed.rBages of Learning Skills
Program of York University note that reading becertiee main activity in college
and or university learning (http://www.yorku.ca/ddp/readigonline/ read2.htm).

Several sources emphasize the importance of impgoremembering and
memory (e.g., Casey, 1991; Neath, 1998; MuskingurtieGe’'s CAL-Learning
Strategies Database, http://www.muskingum.edu/%dfdatabase/index.html).
Casey states that understanding and memory retemi&y degrade over time. The
author gives an estimation that proposes 75% ohéshmaterial to be forgotten
only after twenty-four hours if no precaution ik¢a. Muskingum College’s CAL-
Learning Strategies Database provides similar t®saf a study by Spitzer
showing that as much as 46% of text-book materay ive forgotten after only 1
day. This ratio rises to 65% in 7 days, and to 81%8 days. On the same page, in
the Advantages of Memory Strategies section, ials stated that “because
memory skills cross-cut most academic tasks, pesfay in this area can have a
profound, positive impact on academic performar@ee of the most obvious
areas in which this is the case is taking examsveder, performance on other,
less obvious tasks may be improved with memorytegiras: note-taking, reading

comprehension, and problem solving” (http://wwwskingum.edu/~cal/
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database/general/memory.html). As a result, it banassumed that improving
memory skills will have positive effects on academsuccess. Neath, suggests that
it is possible to improve these skills, and claittmgt many of the suggestions in
popular books for improving memory do work.

Based on the reviewed literature, it can be clairtteat it is possible to
improve time management and planning, reading, eramory skills; and

improving these skills will have positive effects academic success.

1.3. Online Instruction

Online instruction is a type of computer aided rinstion. Although online
instruction is generally used to include traininggrams deployed on CD-ROMS,
over local area networks or Internet; for this gtudnline instruction is used to
cover training programs deployed over networks,eesly Internet. More
information on online instruction will be providedfter briefly introducing
programmed instruction, personalized system ofruieibn, and computer aided
instruction to show the path which led to online instructiordsvelopment.
However, before presenting these instructional riegles, learning theories will

be discussed briefly to lay the basis for the ugogmmaterial.

1.3.1. Learning Theories

Three basic theories underlying learning are bemeswn, cognitivism, and
constructivism. The theories are actually very drdaowever, they are presented
briefly here. It is important to note that thesedhes are not directly examined,
compared or contrasted in the present study. Thald khe basis for the

instructional models reviewed in the later sectiohthe introduction.

1.3.1.1. Behaviorism

As the name implies, behaviorism investigates bienasand observable
changes in behavior. The main aim of behavioristo isxplain and to manipulate
such changes. The most important tool of behawioiisthe learning setting is the
application of reinforcement. According to Skinngt974), “when a bit of
behavior has the kind of consequence called rasinfgr it is more likely to occur
again” (p. 46). Reinforcement is used as the fasisperant conditioning; aiming



to shape the operant, the subject exposed to itinellss, to respond in a certain
way. Reinforcement schedules are used for the rafisttive application of

operant conditioning to achieve observable behalichange. It has been found
that variable interval (i.e., providing reinforcemieafter varying time intervals)

and variable ratio (i.e., providing reinforcemefieavarying number of successful
responses) schedules produce the best resultableaniatio being the superior
(Latham & Dosset, 1978). Behaviorism also suppeeparating the learning
material into smaller and easier parts. These tmportant characteristics -
reinforcement and learning in smaller parts - is basic approach underlying

programmed instruction (Mergel, 1998).

1.3.1.2.  Cognitivism

Beginning in the 1920’s, limitations in the capébilof behaviorism in
explaining learning was seen (Mergel, 1998). Faneple, it could not clarify why
some behaviors were not replicated even if theyeweinforced. These limitations
led some researchers to conduct more studies ame ego with cognitivism.
Mergel (1998) includes the following definition afognitivism: “Cognitive
theorists recognize that much learning involve@sasions established through
contiguity and repetition. They also acknowledgeithportance of reinforcement,
although they stress its role in providing feedbabout the correctness of
responses over its role as a motivator. Howeveenewhile accepting such
behavioristic concepts, cognitive theorists viewarfeng as involving the
acquisition or reorganization of the cognitive stures through which humans
process and store information” (p. 8). Cognitivitiad the important benefit of
taking the internal processes of the learner intooant. This increased the

recognition of individual differences.

1.3.1.3. Constructivism

According to Maschke (1999a), the constructivigtatity of learning is a
direct result of cognitivist theories. Jonassen9@)9states that: “Constructivism
avers that learners construct their own realityabfeast interpret it based upon

their perceptions of experiences, so an individuliowledge is a function of



one's prior experiences, mental structures, angfbethat are used to interpret
objects and events” (p. 34).

In terms of instructional activities, constructivigries to bring the learner to
a state where s/he is able to develop her/hisgretation of a given problem. As
such, it takes the responsibility from the instondb teach and gives the learner
the responsibility to learn. It starts with focugion a task from the learners’
experiences and provides tools for investigatingbjgm to gain a deep
understanding of the problem and to construct swist Testing is not a separate
activity because successful completion of the dgtiis considered as
demonstration of successful learning. Importanhpis for the students to be able
to build their own interpretations and constructexonstruct solutions, not simply
to possess (or store) knowledge. Since the insbruttegins with a real task, the
learning provides useable knowledge.

After briefly reviewing these learning theoriesstiuctional techniques,
specifically,programmed instruction, personalized system ofuietibn, computer
aided instructionandonline instructiorwill be briefly introduced in the following

sections.

1.3.2. Programmed Instruction (PI)

Pl is generally used to refer to learning matesiath as automated teaching
machines, self-instructional materials, and progreh texts (Goldstein, 1993). It
is based on behaviorist approach and uses theiglaacof reinforcement.
Programmed materials present the content in armgsie fashion to the user and
try to exploit reinforcement for learning. Some lgaprogrammed instruction
materials were developed at the beginning of thk 28ntury.

Goldstein (1993) separates Pl into three groapso-instructional method,
linear programming, and intrinsic/branching programmg Auto-instructional
methodis based on Thorndike’'s law of effect, which statbat “Of several
responses made to the same situation, those whiclaccompanied or closely
followed by satisfaction to the animal will, oth#rings being equal, be more
firmly connected with the situation, so that, whemecurs, they will be more
likely to recur” (cited in Nevin, 1999, p. 447). ©®of the mostly cited early works

in Pl area is the auto-instructional program bysBeg (e.g., Goldstein, 1993;
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Mergel, 1998). The program was based on a multptadee machine enabling
immediately scored exams to be applied. This pexvithe necessary immediate
satisfying or unsatisfying state of affairs. Howevuewas argued that this machine
was only a testing tool and did not provide systi#rarogramming of materials.
At this stage, Pl was not favored much. With thevellgoment of linear
programming Pl received more favorable reactions and got dewiarea of
application. According to Goldstein (1993pdar programmings based on the
claim by Skinner that “a program could successivehape the learner by
reinforcing the achievements of small steps” ()23 hat is, if every small step
towards learning the material is reinforced, tharer will move toward the
desired end result step by step. An important pwimth should be noted is that
this kind of instruction needs to be designed wag which almost eliminates any
errors by the learner by providing her/him suceassmall steps which are easy to
complete. Actually, according to Goldstein, if gg@re made at a particular point
in the program, it is likely that there is a prablewith the program, not the
student. This is because Skinner believed thattipesieinforcement of correct
responses is the most efficient way to producenlegr

Intrinsic/branching programming is an improvementvero linear
programming (Driscoll, 2002). Instead of providisgnall steps, which leave
almost no space for errors, intrinsic programmingvjales larger steps and allows
for errors. In case of an error, the learner isated to remedial material which is
designed to correct the mistake and help the studam the material. In case of a
correct answer, the student is led to the next. step remedial material can be
designed as another branching program with smadleps. The greatest
improvement over linear programming is the abitidyindividualize the program
through the design of the steps.

The major problem with programmed instruction isited applicability
(e.g., most feasible for factual materials) and kdgor and cost involved in
developing the program and keeping it up to datidi#onally, it has been found
that the reduced chance of failure and oversingalifon leads students to pay less
attention and to get bored (McDonald, Yanchar, &@korpe, 2005). Despite its
shortcomings, programmed instruction has been agortant waypoint in the

development of the computer aided instruction.
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1.3.3. Personalized System of Instruction (PSI)

Mergel (1998) names a group of methods caihelividualized approaches
to instruction The common characteristics of these methodshatetihey aim to
shape the learning experience according to thesnekthe learner and they use
prepared material for the instruction. The most¢mftited of these methods is the
PSI or Keller Plan as it is usually called (e.gra@ & Spencer, 2003; Mergel,
1998). PSI has five major underlying factors: stres the written word, unit
mastery requirement, student self-pacing, use @ftprs, and use of lectures and
demonstrations as motivational devices (Grant &n8pe2003). In a PSI course,
material is presented in written form instead otuees. Instructor usually prepares
a study guide which contains information aboutdkpectations from students and
focus students’ attention on important material.sdey is usually defined as
achieving a predetermined score on a test or d@efore students can advance
from one unit to the next, they need to show thatthave mastered the unit.
Different from the usual learning experience, leasntake tests or quizzes until
they master the material. The individual pacing apmity comes from the
mastery learning approach. Since each learner \ahimastery in a different
amount of time, they progress at different pacesotAer important feature is the
use of proctors, who provides support to the sttgjeimcluding immediate
feedback on the exams and tutoring. The last coemtoruse of lectures and
demonstrations as motivational devices, has nat Beewn to increase academic

performance.

1.3.4. Computer Aided/Assisted Instruction (CAl)

CAl is a relatively new method. It is sometimeaisferred to as computer-
based instruction (CBT). It grew rapidly during th860’s. However, the most
important developments took place in the recentsyeAccording to Goldstein
(1993), at the beginning, the possibilities weraited because of the software
availability and capabilities of the hardware. Thezent advancements in the
information technologies (IT) area increased the af computers in training.
Especially great improvements in software technglogiider availability of
computer workstations, rapid increases in storagiepaocessing capabilities made

their use for any purpose, including training, m@mactical and easy. Higher
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levels of interactivity, usage of higher qualitydémand video resources increased
the quality of the training materials produced @I systems (Driscoll, 2002).

CAl has increased the possibilities for branchinggpamming by allowing
almost infinite number of branches and enableddridgvels of individualization.
It provides the possibilities for complete self-p@c and advanced branching.
Since the computer can provide all training malgrialmost all tests and
evaluations of these tests (given that the softusuagppropriately developed) the
need for proctors for providing tutoring, gradingdaevaluation of exams are all
reduced, and learners can proceed at their prdfepeed, take the tests when they
feel most appropriate, and can correct their erogrsising the feedback provided
by the instructional program. Advanced branchingegithe capability to tailor the
program to each individual’s idiosyncratic needsatners can skip material they
already know, get prerequisite knowledge by refgrrio resources provided or
recommended by the program, go back to the ap@teppart of the program to
remedy their knowledge or increase retention andrsoHowever, these are not
inherent characteristics of all developed CAI systébut only possibilities to be
included. Actually, a CAIl program presenting ortg tinformation in a systematic
fashion and giving simple feedback is only a sapdaged Pl program. To make
the CAIl program go beyond PI, it is necessary tizat its potential for
individualization, advanced branching, and useigh lguality media as much as
possible. Developing a highly effective CAl prograntegrating these features
requires sound instructional and technological $asel much effort.

It is clear that any instructional effort needs&carefully planned, designed
and implemented to be successful. This requiredifiguia effort in all cases;
however, this effort is increased with CAIl becaude development of
computerized instruction requires more than desmgrthe instruction. It also
involves the integration of the instruction to tb@mputer environment, making
the content appropriate for the features of CAl noered above, and beyond these
it requires the development of the software. Tlsé $éep is usually beyond the grip
of instructional designers and requires supporinfreoftware designers and
developers. This increases the required effortcarsd for the development of CAI
programs. This was and still is one of the mostpnent drawbacks of CAl,

however, with the experience growing in this arad afforts put in making the
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training programs reusable with little change, tlests are declining and CAI is

becoming more applicable.

1.3.5. Online Instruction

Online instruction is not actually a method inatsn but it's a special kind
of CAl which can be combined with some other megh(@alg., classroom lectures
through online conferences). It is sometimes usedrefer to instructional
programs deployed on CD-ROM’s (and, actually, arsgruction taking place after
the user “logs on” to a computer); however, thisnigt considered online
instruction in this paper. Online instruction foetpurposes of this study refers to
instructional program deployed over networks inolgdlocal area networks
(LAN), wide area networks (WAN) and especially theernet. This kind of
instruction is also called e-learning in some criste Though e-learning may
simply refer to lower levels of CAl, the terms sitag with “e” are generally used
for electronic resources available through networls distinction between
synchronous and asynchronous e-learning can be.nSadgh (2002) gives the

definitions as follows:

Synchronous e-learning.earning is mainly under the guidance of an
instructor, although students and the instructor gimi be
geographically dispersed. Students have a predétedrtime for such
type of learning (e.g., video conferencing, webisar, etc.)
Asynchronous e-learningA learner can take the course at anytime
and anywhere he/she has access to the Internetakitton between
teachers and students occurs intermittently witimee delay (p. 2).

The aim of the current study was to investigatediascaffecting the success
of asynchronous e-learning. Online training or malinstruction is used to refer to
this kind of instruction unless noted otherwisac®iit is mainly based on Internet,
it is sensible to note the importance of Interetifistruction. Internet has made it
possible for instructional programs to be reachdtam almost anywhere with a
computer and Internet connection. This createdraéwe@portunities for decreases
in training costs thus increasing the popularity afmputerized instruction
methods. One of the most prevalent uses of ontaiging is creating a program

for training personnel and then deploying it over hetwork (Internet or company
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intranet). This application of online training isspecially preferred by

multinational corporations. Usage of networks redlcthe training costs

considerably because it enabled the developmetaioing at one location by an
expert and then using it all around the world, withrequiring the trainers and the
learners to travel, causing great down time, oressitating physical learning
materials to be distributed to several differeictlions.

Distance learning is also a popular applicatiommfne instruction, used by
universities or colleges. For example, Virginia Qoumity College System
(VCCS) offered a total of 1587 web based courdeip:(/www.so.cc.va.us/
vcesonline/directoryindex.html) and 40 completetatise learning programs in
Fall 2004 (http://www.so.cc.va.us/vccsonline/Diprags.htm).

Online training has become so popular because \a#rakefactors. First, it
enables “distribution” of the instruction to a largaudience with a reduced cost,
thus increasing the reusability of the materialcd®e, it enables interaction
between the instructor and the learners who coaldbbated at different places.
Third, it creates an opportunity for those who @ao¢ able to receive training due
to certain limitations (e.g., time or location ctrasts). Fourth, it incorporates the
potential of CAIl for high individualization. Fifthwith improvements in the
network infrastructure all over the world and tlhlwancements in audio, video and
interactive software technologies, online trainimayv provides the medium which
can be used to deliver highly sophisticated insimacprograms which were not
available in the past. Sixth, with the developmeiristhe communication
technologies, online instruction can incorporagiabal conference with virtually
thousands of participants offace to facdecture, for example, with learners from
different countries of Europe and an instructonfra country in Asia.

Online training may be considered to be compridesvo main components
in accordance with its name: the “online” part dinel “training” part. As the name
makes it obvious, independent of the transfer nmadar independent of the
employed methods, it is still a form of trainings Auch, components of online
training are welded together by application of sbunstructional principles.
Therefore, instructional design lays the basisdidine training. Thus, any study
examining success of online training will contairstructional design in some

form. It may be included as a major item being stigated to determine its effects
12



on the success of the training. However, it is @isssible that instructional design
is not explicitly considered for its effects on theccess of the training. In such
cases, (i.e., where the effects of the instructiaesign are not particularly
investigated), the instructional design is stilotved in the training, because
without it there can not be instruction. Instrunbdesign is inevitably embedded
in the training because the development of anyitrgiprogram is an application
of instructional design.

The other component, “online”, is also importantdugse it delivers the
training to the end users. Even if the trainingdesigned perfectly, (based on
principles of effective instruction), if it is natpplied properly, if no user benefits
from the training, it is useless. Therefore, thalifte” component can be regarded
as the embodiment of the conceptual design. Thermahto be learned and the
whole instructional design come alive by its apgiien through this medium.
Therefore, “online” may be considered as the miéd“training” is poured into.

The presentation of the training or instructiontpand the online or the
software part separately may suggests that thepcually separate or make one
to believe that it is easy to draw a border betwéem. In reality, however, this is
not the case. The software is highly interwoverhwlie instruction. Therefore, the
distinction is not a solid one. It is only to prdeia basic understanding of the two
components constituting online training. Becauséheir highly combined nature,
they are further examined together under the ‘imsional software design”
section.

Besides the aforementioned two components of ortliaming, there is
another critical part or component, which is theaitiee” or the “learner.” The
trainee is an inherent part of any training progeamd also an inherent part of any
online application because without users the agitio has no value. Therefore, it
may be seen as included in the “online” part or‘trening” part; however, in this
study the trainee is treated as a separate compobecause the individual
differences of learners are also under examination.

The following section deals with instructional dgsi which is the basis of

the “training” component of online training.
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1.4. Instructional Design

The word design in instructional design is actuallged to refer to
development of the instruction, because “it inchigior analysis, the design,
delivery considerations (like suitable media) aaigd evaluation” (Bostock, 1996).
The instructional design models presented heraidiecthese steps (i.e., analysis,
design, delivery, and evaluation) even if the esatin is implicit in most cases.
The chosen models are the ones which are recommdadéhe development of
online course design (e.g., Wiley, 2000). In théofeing part, Gagné’s Conditions
of Learning (Maschke, 1999b), Merrill's 5 Star nsttion (Merrill, 2000), and
Van Merriénboer, Clark, and De Croock’s 4C/ID mad@fan Merriénboer et al.,
2002) are introduced and their application in thespnt study is explained. Some
other models or blueprints by Wiley (2000), Armamptturi, Cantoni, Di
Benedetto, and Garzotto (2004), Govindasamy (2@0@)discussed in the next
section because of their inherent relation with poter based design.

1.4.1. Conditions of Learning

Maschke (1999b) cites Gagné’s view of instructien‘the arrangement of
external events to activate and support the intgracesses of learning” (p. 1).
His model is built around this notion and contaimstructional events which are
arranged to create the conditions of learning deoto achieve learning outcomes.
These instructional events, conditions of learnegg learning outcomes are the
major components of his model. According to Tsamgida (1999), conditions of
learning are the various sets of observable cirtamees that can be set up for
learning to occur.

The term “learning conditions” stems from the bielieat different outcomes
require different conditions for learning (Tsangdskma, 1999). Gagné’s model
contains eight conditions of learning. These coodg can be seen as an
increasingly complex hierarchy of the level of leag. According to Tsang-
Kosma (1999), at the first level, the individuadies to make a general response to
a signal similar to the classical conditioned Pano responses{gnal learning.

At the second level, the learner acquires a pre@sponse to a discriminated
stimulus étimulus-response learnipgA chain of two or more stimulus-response

connections is acquired at the third levehdining. Fourth level includes the
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learning of chains that are verbale(bal association At the fifth level, the
individual learns to make different identifying pemse to many different stimuli,
which may resemble each other in physical appear@hiscrimination learning

At the sixth level, the learner acquires a capgbdf making a common response
to a class of stimuliconcept learnin The seventh level igle learningwhere a
rule is a chain of two or more concepts. The legel isproblem solvingvhich is

a kind of learning that requires thinking.

Instructional events are “specific functions of goanication behaviors that
Gagné identified as components of instruction” (bhk®, 1999b); they are
communication behaviors used to accomplish speaifstructional aims. They
connect the internal processes taking place tamadtevents and thus contain both
internal and external processes or events. Therensre instructional events
divided into two groups. The five events in thesffigroup take place before
knowledge is acquired. These events are (1) gammgmaintaining attention, (2)
informing the learner of the objectives, (3) stiatulg recall of prior knowledge,
(4) presenting the stimulus material, and (5) piong learning guidance. The
remaining four events in the second group takeepédter knowledge is acquired.
These are, (6) eliciting performance, (7) providiegdback on performance, (8)
assessing performance, and (9) enhancing reteatidnpromoting transfer. The
importance of these events is that they providelifteof necessary instructional
activities and their sequencing (Goldstein, 1993).

Gagné’s (cited in Maschke, 1999b) model divides tapabilities or
outcomes possible as a result of learning into Bagegories: attitudes, verbal
information, intellectual skills, cognitive strateg, and psychomotor skills. These
are also called performance categories and maydmified by asking how the
learning could be demonstrated (Bostock, 1996).0Atiag to Gagné, learning
outcomes do “not only differ in the human performesthey make possible, they
also differ in the conditions most favorable foeithlearning” (cited in Maschke,
1999b). The first four performance categories amFentelated to current study,
since the training does not include informatioratetl to any psychomotor skill.
The training program developed in the current stiglyexpected to result in
attitudinal changes (e.g., attitude towards usimg ffor studying), require learners

to acquire verbal information (e.g., mnemonic teghes), improve intellectual
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skills (e.g., improved reading comprehension), andielp the learners change
their current cognitive strategies or develop neegnitive strategies (e.g.,
planning for studying and applying the plan). Hoee\psychomotor skills are not
targeted by the current study.

Gagné’s model (cited in Goldstein, 1993) providéad tframework in
structuring the training program of the currentdstuSpecifically, based on
Gagné’s model, the desired outcomes of the cutramting fall into the outcome
categories of intellectual skills and cognitiveastgies. The desired level of
outcome (success) for these goals are mainly ealming and problem solving in
terms of Gagné’s conditions of learning.

Finally, instructional events to be used in thespre training program were
built based on these desired outcomes and thatsle@aining the attention of the
participants was accomplished by using attractitlestin the training program
(e.g., “Time Robbers”). To maintain attention, dimss and practices were
included in the training. Furthermore, objectivésh® training were presented at
the beginning of each module. Recall of prior knedge was stimulated by giving
tests before each module, which included questams practice items regarding
related knowledge before the relevant material waieduced/presented. After the
completion of certain parts, practice exercisesewesed to elicit performance.
These exercise were intended to provide promptfeedon the performance. For
example, the exercises in the fast reading partediately showed the learner,
how far s/he advanced, how many correct answer gdite etc. Post-tests were
applied to assess performance. Additionally, ineortb enhance retention and
promote transfer, ways for applying the presentéorimation into daily life of the
participant were presented, or complete practiceragses mimicking real life

applications were provided.

1.4.2. 5-Star Instruction

5 Star Instruction, as presented by M. David Memihis paper titled “First
Principles of Instruction” (2000) and a video praséion titled “5 Star
Instruction” (2004), is not an actual design modeather, it aims to uncover

underlying principles common for many instructiodakign models. Merrill calls
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these principles the “First Principles of Instroati and claims that such principles
exist and that these principles can be found intimssructional design models.

According to Merrill (2000), there are Five Firgtirgiples of Instruction —
hence the name Five Star Instruction- and theseciptes are implicitly or
explicitly employed by many current instructionalodels. These principles
specify the characteristics of effective instruetibdesigns. The first principle is
that such designs need to be based on real-liflelgors. The second principle is
that prior experience of the learner should bevatgd. The third principle states
that skills to be learned should be demonstratdte fourth principle is that
opportunities for application of the learned sk#lsould be provided. The final
principle emphasizes the need for integrating th&lgds into the real world
activities. The first principle gives the startipgint of the 5 Star instructional
design. The remaining four principles define theg@s at which such a design
involves the student. These phases are in thewwltp order: activation of prior
experience, demonstration of skills, applicatiorskills, and integration of these
skills into the real-world activities.

Merrill (2000) proposes that the first principlelsimstruction should and do
have three main attributes. “First, learning fromixaen program will be facilitated
in direct proportion to its implementation of firgrinciples. Second, first
principles of instruction can be implemented in a@®jivery system or using any
instructional architecture. Third, first principle$ instruction are design oriented
rather than learning oriented. They relate to angalearning environments and
products rather than describing how learners aeckmowledge and skill from
these environments or products” (p. 1).

The first of these five principles states thatnnstional development should
start with defining a real life problem. Merrill @0, 2004) gives several uses of
problem-based instruction for effective learningecdrding to him, showing the
learners the task they will be able to do or thebfam they will be able to solve as
a result of completing a module or course fosteesring. Letting learners solve
of increasingly complex problems is also importdrtierefore, the starting point
for instructional design is building it around ieasingly difficult real life

problems.

17



The second principle, activation, aims linking amjevant information or
experience the learner has accumulated to the misntef the instruction.
Specifically, it refers to the activation of thelenant parts of the cognitive
structure of the learner. It is stated that leagamn activate relevant experience by
demonstrating it. Therefore, providing an opportyrto the learners for such
demonstration is expected to be beneficial formizay.

The third principle, demonstration, is showing thetual material to be
learned. Demonstration is important for Merrill (0 2004), because it facilitates
learning better than simply conveying informatidooat what is to be learned. He
also emphasizes the importance of examples for isigomaterial to be learned
over generalities. It is claimed by Merrill thatig necessary for the student to
apply the newly acquired knowledge to learn it prbp Therefore, it is important
for the program to provide opportunities for theplagation of this knowledge.
Additionally, Merrill advises using a sequence afied problems for providing
the best opportunity for application. Assessingqrarance is labeled as posttest
by Merrill, and it is suggested that applicatiomagiice) and posttest should be
consistent with the objectives of learning.

Finally, for the instruction to be of the highestspible value, it is necessary
that what has been learned is transferred to diéalyof the learner. If the newly
acquired knowledge is not integrated to their dal applications, then all the
effort put in the training program is wasted. Mg(2004) states that encouraging
learners to integrate the new knowledge or skith iineir everyday life facilitates
learning. Therefore, it is important that the studehave a chance to start the
integration. Thus, providing the necessary condgioand support for the
application of the newly learned knowledge or skilb personal environment of
the learners is a necessary step that should begidaahead and implemented by
the instructional design rather than be left toun@pontaneously.

To sum up, Merrill (2000, 2004) suggests for arstunctional model to have
five basic components the first being problem-bagedntation and the others
being four phases of instruction: activation, destmtion, application, and
integration. Merrill asserts that any effectivetinstional model needs to have

these five components.
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The 5 first principles of learning are important tmrrent study because of
their mentioned attributes — facilitation of leargj applicability to any medium,
and design orientation. More specifically, there three reasons for using these
principles in the current study. First, applicatioh these five principles can
improve the effectiveness of the training progr&econd, they can be applied to
online instruction. Third, they can guide the dasigherefore, these principles are
used for guidance in the development of the trgiprogram of the current study.

The training program in the current study was baseound real-life
challenges faced by the learners, such as prepésmgn exam; relevant prior
knowledge and experience of learners (e.g., prablemperienced in time
management) were activated by asking questiongamnty examples resembling
real life cases; and the skills to be learned wEonstrated using appropriate
materials, for example by showing an example tiraeking sheet; the learner had
the chance to apply the newly acquired skills tgtoaompleting exercises (e.g.,
reading exercises); and finally, the program preglianeans for integrating the
knowledge to daily life of the learners, for exampby providing guidelines for

using the skills in real-life situations.

1.4.3. 4-Component Instructional Design (4C/ID)

The basic claim of Van Merriénboer et al. (2002}hat any environment
which fosters complex learning can be describedlasigned in terms of four
interrelated components. Before presenting theser foomponents, it is
appropriate to provide information on what Van Ntmboer and colleagues mean
by complex learning. Complex learning deals witbrdination and integration of
separate skills that constitute performance ofadlie task. Therefore, complex
learning is beyond learning the individual partsd aombining them together
because it also involves the ability to coordinated integrate those parts.
Consequently, Van Merriénboer et al. (2002) claimat ta training program for
complex learning should target to bring the leasrera state where they can use
the constituent skills in a coordinated and integitdashion instead of trying to
direct the learners to acquire the skills indepetigie

Van Merriénboer and colleagues (2002) define alsskilerarchy for the

constituent skills. The skills on a lower level timis hierarchy are children of a
19



skill at the higher level. This indicates that tlhild skills enable or are
prerequisites for learning and performance of tlaeept skill. An important

characteristic of constituent skills extracted byalgzing this hierarchy is

consistency or recurrence. The skills are eitheurrent —performed in a highly
consistent manner from problem to problem- or rexurrent —the way they are
performed varies from problem to problem.

Van Merriénboer et al. (2002) distinguish betweearting processes for
recurrent and non-recurrent types of skills. Fon-necurrent skills, the main
process should be schema construction. The suggdsti practice is then to start
with concrete experiences and examples and to tleadearners to the abstract
generalities. For recurrent skills, the main ainowdtl be rule automation. Rule
automation starts with rule formation. Rule forroatiis a two step process:
compilation and strengthening. In compilation stgpecific knowledge related to
the rules is embedded (proceduralization) and thesrwhich are consistently
applied together are combined (composition). Thengthening step is there for
increasing the strength of the rule —hence the name automating it. These two
steps are the core of part-task practice whichléltiscussed below.

After discussing the constituent skills in a complearning task, Van
Merriénboer and colleagues (2002) introduce ther foamponents of their
blueprint for complex learning environments. Thise components are:

1. Learning Tasks: concrete, authentic, whole-taskeggpces that are
provided to learners in order to promote schematcoction for non-
recurrent aspects and, to a certain degree, rutemation by
compilation for recurrent aspects. These taskpeaeticed in a real
or simulated task environment and should make eébhenkrs use the
skills instead of study information about the skill

2. Supportive Information: information that is suppegtto the learning
and performance of non-recurrent aspects of legrtasks. It is the
necessary information for the successful practicean-recurrent
skills. It provides the bridge between learnergmknowledge and
the learning tasks.

3. Just-in-Time (JIT) Information: information thatpserequisite to the

learning and performance of recurrent aspects afnieg tasks.
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Specific JIT information is related to a recurrskiil, and therefore,
it is provided only for the first learning tasksathinvolve this skill
and it is quickly faded.

4. Part-Task Practice: practice items that are pralitte learners in
order to promote rule automation for selected neturaspects of the
whole complex skill. Learning tasks provide praetfor both non-
recurrent and recurrent aspects of complex learntavever, in
cases where a high level of automation on a paatictecurrent
aspect is required it may be necessary to inclagietpsk practices in
the instruction, because it fosters compilation aespecially
strengthening of rules.

The major aspects of the model can be reviewedtdnyireg with its four
components: learning tasks, supportive informatjast-in-time information and
part-task practice. All these components are indgem to provide a facilitative
complex learning experience by providing all theceassary information and
practice for successful performance of the finakt& he importance of the 4C/ID
model for the current study lies in the guidancpravides. In the present study,
the sequencing of learning activities is basedhenrecommendations related to
tasks and task classes. The type of informatiobet@resented and the way of
presenting the information is based on the distnstbetween supportive and JIT
information. For recurrent aspects of the skillfpimation is presented just-in-
time and is quickly withdrawn. For non-recurrenpeds, supportive information
is presented before the tasks. Finally, for skilst may require automatization —
e.g., usage of mnemonic techniques- part-taskipesist utilized.

To summarize, the presented three instructionaigdesiodels, Gagné’s
Conditions of Learning, Merrill's 5-Star Instructi@nd Merriénboer et al.’s 4C/ID
were used in a combined fashion to build the irsional program in the current
study.

1.5. Instructional Software Design

Software design is the second part of online trgndesign —it is the
“online” part. It goes hand in hand with instructad design to create valuable

training material. It provides the link between ihstructor/instructional design
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and the learner. It is the “application” of the tmstion. Software design, like

instructional design, actually covers analysisjgtesand evaluation. Most of work

involved in these steps need to be performed sametiusly with instructional

design. In the present study, analysis of the enmrent was actually the analysis
of the available computer technology in the campas,the limits of these

computers would limit the technology used in dep#lg the software. Designing

and developing instructional materials involved sidaration for the related parts
of the software design.

For online instruction, practice materials needdgdoeffectively applicable
through available technology and in the online rindion environment. If the
instruction is intended to be individualized, tleated software attributes should
be planned ahead. These and similar points may seerabstract and vague at
this point, but a brief discussion of relevant tealogies and their application for
instruction will illuminate the important points.ftdr this introduction, three
models for online instruction by Wiley (2000), Armaet al. (2004), and
Govindasamy (2002) are presented to clarify thegration of instruction and
software.

Currently, one of the popular concepts related deaening is Learning
Objects (LO’s). There are different definitions ldD. According to Sosteric and
Hessemeier (2002) “A learning object is a digitdé f(image, movie, etc.,)
intended to be used for pedagogical purposes, whidhdes, either internally or
via association, suggestions on the appropriatéegbmithin which to utilize the
object” (p. 4). Singh (2002) provides the defimtiof IEEE-LTSC (Institute of
Electrical and Electronics Engineers - Learning hredogy Standards
Committee): “A learning object is any entity, dajitor non-digital, which can be
used, re-used or referenced during technology stggbéearning” (pp. 4-5).

Sharable Content Object (SCO) is the name usedadsif LO in Shareable
Content Object Reference Model (SCORM) Second &dispecification. A SCO
is defined as “a collection of one or more Asshk#t tepresent a single launchable
learning resource that utilizes the SCORM RTE townicate with an LMS”
where “assets are an electronic representation exfian such as text, images,
sound, assessment objects or any other piece athtcan be rendered by a Web

client and presented to a learner. More than oseta&sn be collected together to
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build other assets” (SCORM Content Aggregation Modersion 1.3.1, p. 13).
The definition seems complex but in simple termBatnt says is that a SCO is a
digital file or a collection/combination of sevemiyital files which can be used
alone to provide specific information/instructidn. the current study, as briefly
explained later, the learning content was desigtethat, each learning activity
consisted of one or more digital files and they namicated with the developed
software through a simplified set of communicatinathods. Therefore, although
not fully SCORM compliant and not exactly objectghe exact sense, the training
material of the current study was implemented epkd learning objects. SCORM
RTE is the Run Time Environment for SCORM which iis,simple terms, a
technical specification for defining the connectioetween SCQO’s and the LMS.
Detailed information about the RTE will not be pised in this paper, but some
necessary parts will be briefly reviewed in latect®ns. In current study, there
was a simple RTE which provided basic functions dommunication with the
learning objects, i.e., learning activities. Forrmaletails see Dodds (2004a and
2004b).

The definition of SCO includes the abbreviation “SR(short for “Learning
Management System”). In simple terms, LMS is thet p& the software that
manages the content (presentation, sequencing, agtd. the users (registration,
performance tracking, etc.). Actually, much disemssabout software design
relates to this part of the software. In a senddSLis the “instructor” and
“administrator” of the course. The design of the $Mnainly depends on the
instructional design. If the instructional desigses a predetermined sequence,
certain types of practices and evaluation methttas) LMS should implement it
exactly as it is planned. On the other hand, if tmstruction aims
individualization, then LMS should be able to usdevant information (e.g.,
information provided through meta-data, user’'s espand dynamically determine
the content to be presented, the order of presenidhe level of feedback, density
of practices, etc. Hence, LMS provides the actogdlémentation of instructional
design through its use of information about therge materials and the learners.
However, developing new LMS software for each uindional program would be
a major hindrance in the development phase fomeninstructional designers.

With the advent in software technology and develepiof related standards, this
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problem has been partially overcome by the avaitglmf many general purpose
LMS software. These LMS software are capable ofomrnodating varying
instructional content and different instructionak@ns. This capability is provided
by the adherence of these systems to standardspacdications such as SCORM.
Some examples of such LMS software are commerahitisns like WebCT
(http://www.webct.com), Black Board (http://www.bkboard.com), or open
source solutions like White Board (http://whitelmharsourceforge.net/) and
Moodle (http://moodle.org/). A lot of open sourckematives can be found at
http://www.opensourcecms.com/; also Depow (2008)eres three open source
learning and content management systems: Bazaarlislaand Plone.

LO’s or SCO’s, LMS and RTE have the following réatship: The LO’s or
SCO'’s provide the ingredients of the instructioamely the objects which are
selected, sequenced and presented by the LMS. €lteods and other details of
the relationship between the LMS and SCO’s arerchéted by the RTE. These
components and their interrelationships are digmidas more detail in later

sections. In the following sections, models forimalinstruction are reviewed.

1.5.1. Learning Objects Design and Sequencing

Learning Objects Design and Sequencing (LODAS)nsodel developed by
Wiley (2000). As the name implies, it is based ad’'d.and the aim of Wiley’s
study was “to develop an instructional design thetrat (1) provides explicit
support for scope and sequence decisions aboutingaobjects, (2) provides a
taxonomy of learning object types, and (3) providesign guidance for each type
of object” (p. 11). In accordance with these godldey presents a methodological
approach which involves a taxonomy of LO types,vjles guidelines for
designing each type of LO’s, and includes suggestand guides for determining
the scope of and sequencing LO’s. After reviewiegesal instructional design
methods, Wiley incorporates some components fraesehmethods to build the
instructional basis of his study and comes up withsteps (groups of methods)
for building online instruction: (1) preliminary taties, (2) analyzing and
synthesizing content, (3) designing practice anfdrmation presentation, (4)
selecting/designing learning objects, (5) desigim@agning object sequencing, and
(6) looping back for quality.
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Preliminary activities involve making sure that LAS is appropriate for the
case at hand. As LODAS’' main instructional metha® based on Van
Merriénboer et al.’s 4C/ID model (2002), it is baesited for complex cognitive
skills. Analyzing and synthesizing content maintyolves analyzing the content
and restructuring it in a way that is more appragrifor instructional design

Next the way of information presentation and pcacts designed. This step
mainly rests on 4C/ID model in classifying the skdnd work activities (recurrent
— non-recurrent). After this classification, théexant knowledge (supportive or
JIT) and practice types (whole-task or part-task) determined and the decision
for the necessary types of information and practareall the skills and work
activities is made.

Fourth step makes the transition from raw instor@l design to actual
online instruction structure. At this step, eacldividual learning object is
designed or selected from the currently availalolerces. At the fifth step, the
order of usage of these objects is determinedh@s$d stage, the work activities
and skills determined at the second step (analydesgnthesize content) are used
for sequencing purposes. Finally, Wiley (2000) msgs a loop back for quality
improvement. Although many models implicitly invelthis step, Wiley explicitly
suggests application of an evaluation and improvensgcle to achieve higher

guality instruction.

1.5.2. Integrating Instructional Design and Hypermedia es

Armani et al. (2004) point out the lack of a shamddel for hypermedia
design and instructional design and propose a mfmteintegrating these two
aspects. Since they are interested in the integrathese authors do not delve
deeply into instructional design area or hypermetksign area. Instead, they
provide global points of contact between the twd &nild a generic integrated
framework with three levels. These three levels adcational context,
requirements, and design.

The educational context level contains elementsaoélysis phase of
conventional instructional design and categoribesnt into learners or instructors
analysis. The requirements level also contains tywoups of requirements:

learning requirements and hypermedia requiremdihts.information collected in
25



the educational context level provides the inputdoth learning and hypermedia
requirements. The requirements should be transtbrime characteristics of the
instruction for the best results. The learning reguents can be grouped into four
design dimensions: use of time (i.e., if the leagractivity is held in synchronous
or asynchronous mode, if it has a predefined si@iet and end date, etc.), use of
space (i.e., if the learning activity contains fagdace sessions and/or distance
activities, etc.), grouping (i.e., if the learnersrk individually, in pairs; in groups
or as a whole class), and guidance (i.e., what &infdontal teaching, scaffolding
and feedback is provided to the learners).

In terms of the use of time, the training prograeveloped for the current
study is an asynchronous one. It does not invomee-to-face sessions and
requires the learners to work individually. The idemns about kind of frontal
teaching, scaffolding and feedback in the curremibing program (i.e., when and
how to present and withdraw information) are madeseld on the principles
provided by Van Merriénboer et al. (2002). Maingypportive knowledge for
each part of the training was presented befordeatlpractices and then it was
withdrawn.

Hypermedia requirements are organized among otherdsnensions:
content (the set of ideas and messages that thee@mhmunicates to its users),
structure of content (the organization of the cot)te access paths (the
navigational paths available to the user in ordestart navigation and to locate
and reach the content needed for accomplishingohiser goal within an
educational activity), navigation (suggesting cartioes between different
information pieces allowing the user to navigatenfrone piece of content to
another), presentation (providing guidelines arsli& communication strategies
for presenting content, navigational capabilitiesl @perations to the user), and
user operation (properties of those operationsetlaos visible to users to complete
some tasks) (Armani et al., 2004).

The content of the training program for the cursndy is determined based
on general suggestions about the needs of stu@egts Casey, 1991; Feldman,
2003; Frank, 2003; Neath, 1998; Waldman, 1972; Zemman, Bonner, and
Kovach, 1996). Structure of content is guided e/phinciples set forth by Merrill

(2000) and Van Merriénboer et al. (2002). User ap@n requirements —i.e. what
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the users will be able to do in the site- is deteed based on the requirements
related to structure, navigation, and presentadiwh the needs for interaction and
application.

Finally, the design level contains learning acyivitesign and hypermedia
application design. The learning requirements arplemented through learning
activity design while hypermedia application designilds on hypermedia
requirements determined at the previous level.tAted earlier, this framework is
very broad and aims to provide a general guidaacénfegration of the software

design and instructional design parts.

1.5.3. Successful Implementation of e-Learning: Pedagddicasiderations

The last topic to be reviewed in this section abmgonnect pedagogical
considerations with software considerations (Goagainy, 2002). Govindasamy
emphasizes the idea that pedagogical principldsl bhe basis for success of any
kind of training because “pedagogical principles tireories that govern the good
practice of teaching” (p. 289). Many LMS software ariticized because they do
not give enough emphasis to pedagogical structanel, it is suggested that
inclusion of features in an LMS should depend ormagegical principles.
Govindasamy proposes a 9-step instructional desmglel, which might be
considered a well-structured reorganization of smvether models reviewed
earlier, for the development of e-learning matemdiich seems very relevant for
the current study.

The model mainly defines the steps in which theneninstruction will be
produced. The model begins with the analysis phiaseshich both learner and
task analyses are carried out. The second phasggndehase, includes the
definition of instructional objectives and seleatiof instructional strategies. In the
third phase, the first production phase, first dadfthe instructional material is
prepared. In the fourth phase, formative evaluaplase, the material is reviewed
by a content expert, and then it is tested throogé-to-one trials and a small
group trial. In the last phase, the second prodogbhase, the first version of the
e-learning module, i.e. the material that will Is=d in the application and that will
form the basis for future improvements, is producéde model is presented

below.
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Table 1.1: Instructional development methodology fo development and

evaluation of e-learning content

Step

Analysis Phase

Aim

Product

Learner Analysis

Identify characteristics of
learners

Learner profile

Task Analysis

Determine level of detail af
depth of content

nd ask-sheet and
information flowchart

Design Phase

Defining Write instructional objectivesInstructional objectives
Instructional according to Mager’s format

Objectives

Selecting Select instructional activities Plan on how to achieve
Instructional and media elements instructional objectives
Strategies

Production Phase (1)

Preparation of First
Draft Material

Produce draft material

Draft instructional

material

Formative Evaluation

Phase

Review by Content
Expert

Gather information about
weaknesses and revise draf
material

Revised instructional
tmaterials

One-to-one Trial

Gather information about t
weaknesses of the material

heist of amendments
required to improve the
material

Small Group Trial

Gather in(continued) oout tl
weaknesses of the material

n&ist of amendments
required to improve the
material

Production Phase (Il

)

Production of the
First Version of the
e-Learning Module

Produce the instructional
material

First version of the e-
learning module

Source: Govindasamy, T. (2002). Successful Impleatiem of e-Learning:

Pedagogical Considerationiaternet and Higher Education, 290-291

The Mager’s format (Driscoll, 2002) of instructior@bjectives referred in

Govindasamy’'s (2002) methodology is a format foriting
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objectives. It consists of four important compoecdlled ABCD, where A is for
audience, B is for behavior, C is for conditionadeD is for degree (Heinich,
Molenda, Russell, and Smaldino, 2001). Togetheg &BCD answers the
guestions, whose capability will change, what erermers will be able to do after
completing the training, under which conditions Ivithe performance will be
observed, and what standard or criterion will bedu® evaluate the performance.
Although Govindasamy’s (2002) model seems to bealin Govindasamy
notes that it does not proceed linearly from beigigpno end. There will be back-
and-forth moves between steps during developm@uvindasamy also supports
evaluation-revision cycle, so both during the depelent process and even after

production, the work on improving the instructiamntnues.

1.6. Factors Affecting the Success of Online Instruction

Current study’s main aim was to investigate theectffof individual
differences of the learners on the outcomes omheninstruction on how to be an
effective learner. The outcomes that are examinedh® successful demonstration
of knowledge and skill gains in the training cortéke practice-level undertaken
by the learners, and completion rate of the progfaetailed information on these
outcome variables (i.e., dependent variables) esepted in the methods section.
In the following sections, the individual differendactors that are expected to

affect the success of online instruction are diseds

1.6.1. Individual Difference Variables Critical in Instrtional Context

Brown (2001) suggests that CAl has the benefitndividualization of the
training. Along with this individualization and nection in the interaction with the
actual instructor comes a shift of responsibilitgnii the instructor to the learner.
Therefore, certain characteristics of the individearner become one of the main
determinants of the course and the results ofrtieing. Brown (2001) states that
goal orientation, learner choices, and self effjcaare three important
characteristics affecting the performance of tlaerier in a CAl.

The first factor, goal orientation, is defined &g troad goals held by an
individual as he or she faces a learning task @fighFord, 1998). According to

Elliot and Dweck (1988), there are two broad catiegoof goals pursued by
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individuals in achievement situations: performagoals and learning (mastery)
goals. In performance goals, individuals try to mi@in positive judgments and to
avoid negative judgments of their ability by seekia prove or validate it (Dweck
1988; Bell & Kozlowski, 2002). In learning goalsydividuals seek to improve
their abilities or master new tasks and thus irsgetheir competence (Dweck
1988; Fisher & Ford, 1998; Bell & Kozlowski, 2002weck (1986) calls
motivational patterns “that promote the establishitnemaintenance, and
attainment of personally challenging and personadlyed achievement goals” (p.
6) as adaptive motivational patterns, whereas slie motivational patterns that
“are associated with a failure to establish reallenavalued goals, to maintain
effective striving toward those goals, or, ultimgte¢o attain valued goals that are
potentially within one's reach” (p. 6) as maladeptpatterns. She states that
children with maladaptive patterns are hamperecdquisition and display of
cognitive skills in presence of obstacles. Malan@ppatterns are related to a
greater tendency to withdraw from tasks (especialyhe face of failure), less
interest in difficult tasks, and seeking less drading tasks on which success is
likely (Bell & Kozlowski, 2002). On the other hanahildren with adaptive
patterns are not held back, and their performasdenproved even when faced
with obstacles. Adaptive response patterns areceded with persistence in the
face of failure, the use of more complex learnitrgitsgies, and the pursuit of
difficult and challenging tasks (Bell & Kozlowskt002). Highly mastery-oriented
persons also tend to respond to task challengésimdteased effort and feedback
seeking (Davis, Carson, Ammeter, & Treadway, 20@8).a result, adoption of
learning goals encourages children to explore amdyg tasks that promote
intellectual growth, thus the focus is on masterg growth. On the contrary, with
performance goals, the entire task choice and pupsocess is built around
children’s concerns about their ability. As a résuperformance-oriented
individuals can try to avoid and withdraw from dieabe, while learning/mastery-
oriented individuals tend to seek challenge (DwWE2R6).

Elliott and Dweck (1988) examined the relationsbgiween goal types and
the level of perceived ability. The authors hypsthed and showed that when
performance goals were highlighted and the indizislbelieved their skills to be

high, they responded in a mastery-oriented mannethé face of obstacles.
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However, they, like performance-oriented individjavho believed their skills
were low, did not take the opportunity to improveeit skills when the task
involved potential public mistakes. Additionallylligtt and Dweck (1988) showed
that regardless of the perceived level of skilinéstery was the goal, individuals
sought to increase their skills (i.e., they chdsalenging tasks) and did not forfeit
the opportunities for growth even if they involvgabtential public errors.
Moreover, mastery goal orientation has been shovandate better results in terms
of declarative knowledge (Hertenstein, 2004). Sanhyl Ford, Smith, Weissbein,
Gully and Salas (1998) found that mastery orientatvas significantly related to
metacognitive activity, which, in turn, was relatéa knowledge acquisition.
According to Dupeyrat and Mariné (2004), mastelgriation also has a positive
relation with deep-processing strategies which masease learning. Cobb (2003)
also found that mastery orientation led to highesd@mic success in an online
setting. Therefore, it seems reasonable to expatindividuals with mastery goal
orientation are more likely to undertake more pcast and benefit more from
online instruction.

In accordance with prior findings, Brown’s studyO(4) started with the
expectation that learners with high mastery-origoawould see practices as a
learning opportunity and thus complete more of #vailable practices, while
learners with high performance orientation wereeex@d to focus more on their
performance than learning. However, the resultsveldathat the relation between
goal orientation and practice levels may not be simple. The indication was that
individuals with low performance goal orientatiomddow self-efficacy undertook
more practices than highly performance orientedviddals. Brown suggested
that there might be an interaction between goantation and self efficacy in
determining the practice level.

The second individual difference factor in Browstudy (2001), learning
self-efficacy, is “a belief concerning one’s alyilib perform behaviors yielding an
expected outcome that is desirable” (Allen, 19973%6). Allen also proposes that
self-efficacy is a specific form of confidence redjag certain behaviors. Self-
efficacy influences both whether a person will ¢ a behavior and the quality
of performance once attempted. High efficacy leadpersistence in the face of

obstacles and frustrations. Low efficacy will loveffort increasing the probability
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of failure. Persistence leading to success wiltaase self-efficacy while failure
will decrease it (Allen, 1997).

Schunk and Zimmerman (1997) also support Allen'897) statements:
“self-efficacy beliefs (personal variable) influenachievement behaviors (choice
of tasks, effort, persistence) in that efficacistisdents are more likely to chose to
engage in tasks, expend effort, and persist tocomee obstacles and succeed” (p.
196). Similarly, Bouffard-Bouchard (1990) showedttistudents with high self-
efficacy worked more practice problems than stuslesith low self-efficacy.
Schunk and Zimmerman (1997) also suggest that sseseaelated to a specific
outcome raise self-efficacy regarding that speatictcome while failures decrease
it. As mentioned earlier, Zimmerman et al. (1998papropose that training in
skills related to learning can increase learnifyeféicacy of students.

In addition to goal-orientation and self-efficatlyere can be other individual
differenced factors affecting performance in CAbgnams. It is reasonable to
expect more stable personality characteristicsndividuals to interact with the
training to influence the outcome of the trainifigait theories of personality aim
to identify these more salient basic dimensionspefsonality (Pervin, 1993).
These theories assume that people possess brodidposations to respond in
particular ways. These predispositions are caligtst One of the most influential
trait theories was that of Eysenck’s based on thigsintroversion-Extroversion
Neuroticism,and Psychotism(Pervin, 1993). And a more recent and influential
one is the so called Big Five trait theory of peady (Goldberg, 1990).

The main five factors that are proposed to undepérsonality have
traditionally been called (I) Surgency (or Extrasien), (II) Agreeableness, (lII)
Conscientiousness (or Dependability), (IV) Emotio8tability (vs. Neuroticism),
and (V) Culture (or Intellect, or Openness) (Goldhel990). The names
extraversion, agreeableness, conscientiousnesspticegm, and openness to
experience are the most widely used ones. PervB93)l provides Dbrief
explanations for each trait taken from Costa andCMe (1992). According to
these definitions, neuroticism is an indication adjustment vs. emotional
instability. Extraversion assesses quantity andensity of interpersonal
interaction, activity level, and need for stimuteti Openness involves proactive

seeking and appreciation of experience and expboratof novelties.
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Agreeableness indicates one’s position on a comtmtanging from compassion
to antagonism in interpersonal relationships. Bnalonscientiousness assesses
the individual's degree of organization, persiseeand motivation in goal directed
behavior. Pervin (1993) and Furnham (1997) probasic characteristics for each
trait; for the purposes of current study, only thearacteristics related to
conscientiousness is reviewed here, because xjpected to affect the success of
online instruction more than other characteristics.

Individuals high on conscientiousness are —as th# hame suggests-
conscientious and well organized, has high stasdatdve to achieve goals, and
are hard-working. On the other hand, individuals lan this trait are easygoing,
disorganized, and sometimes careless, negligeyt, dad quitting; they prefer not
to make plans. Zhang (2003) showed that conscigsriess significantly
contributed to deep, “which involves a real undarding of what is learned” (p.
3); and achieving, “which involves maximizing ongades” (p. 3) approaches to
learning. It has been also shown that studentsdmgtonscientiousness were more
willing to spend time on information seeking and thoough trouble obtaining
information (Heinstrom, 2000). Heinstréom also cladnthat conscientiousness is
the most important characteristic related to acaclesnccess. This trait was
expected to be critical for online instruction besa it was related to willingness
to spend time and exert effort for learning (Heitist, 2000), and because online
instruction requires a high degree of self disogland organization. In the light of
the past studies showing that individuals with kigkevels of self direction do
better in online instruction (e.g., Harbeck, 20@1Was reasonable to expect that
conscientiousness would affect the outcomes of dhkéne instruction. More
specifically, conscientiousness level was expedtedietermine the undertaken

practice level.

1.7. Combining the Instructional Models and the Individd Difference
Factors

The present study included development of an ortliaming program for
enriching the learning skills of college studentfie aim of the study was to
measure the effects of several parameters which r@ught into the program by
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the learners (individual differences) and varietiMeen randomly-assigned groups
to see their effects on the success of the program.

To achieve its aims, the study followed a structureodel in its application.
The model proposed by Govindasamy (2002) was usedr guide in the
development of the training program. Govindasamyglel is the global blueprint
for the training program. The development of thaning program is based on
recommendations by earlier studies and other asithoted elsewhere, and these
recommendations took the place of the needs assasdar the decision on the
content to be delivered through the program. Afteds, the instructional
objectives for this content were set, using the &iagformat (Driscoll, 2002).
Then Van Merriénboer et al.’s (2002) 4C/ID modebwised to select instructional
activities and media elements. Then a formativdua®n was carried out —as a
pilot run- following Govindasamy’s recommendatioimgprmation about this pilot
study is provided later in the method chapter. IRinaecessary additions and
improvements were integrated into the material dhd development was
completed. During the development, Merrill's (200@inciples were applied
either indirectly (e.g., 4C/ID already implementispainciples to some degree) or
directly (e.g., suggestions for integration was kyed through providing
recommendations for applying newly acquired knogkednd skills to daily life).

1.8. Outcome Variables

Alliger, Tannenbaum, Bennet, Traver, and Shotland497) augmented
version of Kirkpatrick’s taxonomy provides a sounamework for the evaluation
of the online instruction developed in the currettidy. More specifically,
augmented taxonomy of training evaluation critariaerlie, the two outcome
variables of the current study (i.e., immediatetyisning knowledge and skill
demonstration).

The augmented taxonomy contains criteria at fourelee Reactions,
Learning, Transfer, and Results. The reactiongron is divided into two sub-
criteria: utility reactions and affective reactiondtility reactions measures the
degree to which the learner believes the newlyeghlkmowledge and skill will be
beneficial in the daily life application. Affectiveeactions measure the degree of

the liking or positive feelings related to training
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Alliger et al. (1997) divide learning criteria intbree categories. Immediate
post-training knowledge is concerned with trainsleswing how much they now
about the topic. The second category, knowledgentien, is primarily same as
immediate post-training knowledge, the only diffse being the time of
measurement —i.e. retention is examined at sonee fime. The last category is
behavior/skill demonstration and measures the qeofcy in the training
environment. Transfer relates to the applicatiomeivly acquired skills on the
job. Finally, results relate to the effect of tiaim to the organization (e.g. change
in productivity or profits).

From this taxonomy, theimmediate post-training knowledge and
behavior/skill demonstratiowere used as measures in the current study.

In addition to these criteria, Considering Zimmennet al.’s (1996) and
Schunk and Zimmerman’s (1997) statements thatitigim related skills and
success can increase self-efficacy, learning $ktlaey was also used as an
outcome variable as well as an independent varidlble self-efficacy level of the
learner would have effects on some of the outcoan@ables. It was also expected
that completing the training program would affdot tself-efficacy level of the
learner.

Practice leveland completion ratewere the last two outcome variables,
chosen in line with Brown’s (2001) suggestions. cica level is mainly
determined by the number of practice trials undenacompared to available
number of practices. Brown states that the amotiptractice undertaken by the
learner varies among individuals, if they are addwto choose that amount.
Therefore, it is necessary to measure the levgbrattice undertaken by each

individual.

1.9. Hypotheses

Developed online training program will have postioutcomes in terms of
selected criteria from Alliger et al. (1997).

Hypothesis la: Students who attend the online itrgirprogram will

demonstrate acquisition of the knowledge in immedmeasurements.

Hypothesis 1b: Students who attend the online itrginprogram will

demonstrate increase in their skills in the trajntontext.
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Previous research has shown that mastery goaltatiem leads to pursuit of
difficult and challenging tasks (Bell & Kozlowskz002). Dweck (1986) showed
that mastery oriented individuals tend to seeklehgk. Similarly, highly mastery-
oriented individuals have been found to exert meffert when faced with task
challenges (Davis, Carson, Ammeter, & Treadway,520 the light of these
studies, the following hypothesis is proposed:

Hypothesis 2. Mastery goal orientation level & gtudents will predict the

practice level undertaken.

Mastery goal orientation has been shown to crieettier results in terms of
declarative knowledge (Hertenstein, 2004). Simylaford, Smith, Weissbein,
Gully and Salas (1998) found that mastery orieatatvas significantly related to
knowledge acquisition. It has been also stated thedugh deep processing
strategies, mastery goal orientation may increaaming (Dupeyrat and Maring,
2004). Combining these findings, mastery goal dagon level of the students is
expected to have positive relationships with taentng outcomes. Hence,
following hypothesis is put forth:

Hypothesis 3a: Students with higher mastery goaéntation will

demonstrate a higher success in acquisition ofvledge in immediate

measurements.

Hypothesis 3b: Students with higher mastery goakntation will

demonstrate higher increase in their skills intta@ing context.

Allen (1997) and Schunk and Zimmerman (1997) cléiat self-efficacy
beliefs affect achievement behaviors, including iokoof task, effort and
persistence, and thus determine the choice to engatasks and expend effort.
Similarly, Bouffard-Bouchard (1990) showed thatdgtnts with high self-efficacy
worked more practice problems than students withdelf-efficacy. Accordingly,
the following hypothesis is constructed:

Hypothesis 4. Learning self-efficacy level of tbeidents will predict the

practice level undertaken.

It has been shown that students high on consoigsriess were more
willing to spend time on information seeking and thoough trouble obtaining

information (Heinstrom, 2000; Zhang, 2003). Therefat is hypothesized that
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conscientiousness level of the students will afteet involvement of students in
the program. Specifically,

Hypothesis 5a: Conscientiousness level of the stsdeill predict level of

practice

Hypothesis 5b: Conscientiousness level of the stisdewill predict

completion rate.

According to Allen (1997), persistence leading tacess will increase self-
efficacy while failure will decrease it. Schunk adidhmerman (1997) suggest that
successes related to a specific outcome raiseeiglacy regarding that specific
outcome. Additionally, Zimmerman et al. (1996) pwep that training in skills
related to learning can increase learning seltadly of students. Therefore, the
following hypothesis is built:

Hypothesis 6: Completing the training program viiitrease the learning

self-efficacy level of the students.
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CHAPTER 2

METHOD

2.1. Overview

This study investigated effects of several indialddifference factors (i.e.
goal orientation, conscientiousness, learning ai¢acy, and practice levels) on
the success of online instruction. To investigdieseé effects, an internet based
instruction program aiming to improve academic sgedevel was developed and
applied. To reduce the possibility of having techhiproblems in the online
instructional program and to test the individudfedtence factor measures, two
pilot studies were carried out. The first pilot I@®il) was for the individual
difference factor scales and the second one (R)idbr the online instruction.
Following the pilot studies, some improvements ahdnges were made in the
program and then the real application began. B¢hapter, information regarding
the sample, measures, and procedure are provicdil€l information about the

instructional program is provided later in therirag program section.

2.2. Sample

In this section, the characteristics of the samfueshe two pilot studies and
the main study are presented. However, before ptiegethose characteristics, the
reasons for the selection of a college samplepta@ed.

There are five reasons for using a college sanmptle current study. First
of all, with the great number of students registea¢ Middle East Technical
University (METU) [according to the official websit(http://www.metu.edu.tr/
about/misguide.php) more than twenty thousand stsdeave registered in 2003-
2004 academic year] there is a large populatigndio the sample from.

Second, the students are usually computer liteddtgh availability of
computers in the campus, existence of an introductoust course on basic

computer usage, the necessity of computer usageday course activities — e.g.,
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preparing reports, conducting research, etc. -tk@gancrease the students’ skill
level in computer usage more than enough for asicemately designed” online
instruction program. Here, “considerately designedéans an instructional
program which is easy to use for users who can,gsere and close files; surf the
Internet; conduct basic search over Internet, afdvw clearly written guidelines

to install plug-ins for their browsers (e.g., flgdhyer, shockwave player).

Third, as mentioned above, there are many comgatmratories in the
campus (fourteen run by the Computer Center ofuthieersity, containing more
than 300 PC’s, and many other labs serving theestisdof specific departments;
some dormitories also have their own laboratorial)of which make the access
to online material easier for students.

Fourth, and most importantly, since the main respmiity of the students
and the most prevalent activity in the lives ofdemts is learning, they are
expected to be more inclined to take part in aniegr improvement program.
Finally, although current study had no such intamtit is possible to continue to
monitor the effectiveness of the instruction antiofe up the results in the long
term by using the students’ academic records they graduate. It is also possible
to provide further instruction programs (e.g., f@medy or maintenance) to
students and evaluate the effects of such followntgrventions in the long term.

At this point, it may be necessary to note thadlistsiconducted with college
students are usually criticized as not reflectimg teal world conditions and thus
are accepted as laboratory studies. The collejageeduces their validity for the
actual environment (e.g., the industrial settingtloe office space). However,
current study aimed to improve the learning slofistudents and thus it is not out
of context. The “job” of student is to learn. Thiere, the study was carried out in
the real application context and as such shoulddmsidered a field study, with
considerable generalizability.

In Pilot I, individual difference factor scales weadministered to two
classes of students during 2005 summer schooltah &b 94 students took part in
this pilot study, (28 from SOC-434 class and 66nfi8SY-150 class). In Pilot Il
the training program (i.e., learn to learn prograexplained later), was
administered to 43 students taking industrial pelally (PSY-335) course.

39



Finally, the main study began with 593 participamstailed distribution of these

participants is presented in

Table 2.1

Table 2.1: Status of Participants of Main Study

Status Number
Current METU Students 568
Undergraduate 404
Masters’ Degree 79
Ph.D. Degree 57
Two-Year-Degree 28
Academic/Administrative Personnel 12
METU Graduates 6
Outside METU 7

Six of the students and one personnel were fronthidon Cyprus Campus of
METU. The departmental distributions of studentd #me students’ years in the

program can be seen éppendix A andAppendix B respectively.

2.3. Measures

The measures used in this study can be dividedtwadogroups. First group
of measures consisted of the three individual cbfiee scales — i.e. goal
orientation scale, learning self-efficacy scaled dne big five inventory-, while
second group contained tests measuring the eftéctise training program, i.e.

knowledge and skill tests.

2.3.1. Learning Self-Efficacy Scale

The learning self-efficacy scale was developed lwy iesearcher himself
based on the guidelines presented by Bandura (1989¢€)scale contained a total
of 15 items tapping into the perceptions of selicaty regarding self-directed
learning, computer and internet based learningeigtrearning, and learning to
improve mental skills. Respondents were askeddizate the extent to which they
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felt confident that they could learn new mater&aly(, “I can learn the techniques
taught in an instructional program for improvingnted skills”). During the pilot
study for the measures, the participants respordsegd on a 100-point scale,
ranging from totally disagree (0) to totally agrid®0). However, after the pilot
study, for the main application, the scale was eoted into a 5-point Likert type
scale ranging from totally disagree (1) to totaltyree (5). The measure as it was
used in the pilot study can be foundAppendix C, while Appendix D contains
the measure as it was used in the main study. fdréach’s alpha value during
pilot Il (application of training), in which the rasure was used with a five point

likert type scale, was .891.

2.3.2. Goal Orientation Scale

The goal orientation scale contained 18 questiSindeen of these questions
were translated from the original scale by Butfdiathieu, and Zajac (1996) (e.g.,
“The things | enjoy the most are the things | de best”). Remaining two items
were added by the researcher (e.g., “When declingn elective course to take, |
prefer classes in which | can learn new thingsritially, the scale was intended
to measure only performance goal orientation (PG@9nceforth, during the pilot
study for the measures, only the 8 items measuAG® were used and the
participants responded using a 7 point likert scadaging from totally disagree
(1) to totally agree (7). The items were orderedesas the original source.

However, during the main application, to have a plete measure of goal
orientation, the complete 18-item scale was useldtla@ scale was converted to a
5-point Likert type ranging from totally disagre® o totally agree (5). The items
were ordered completely randomly. The measuréwas used in the pilot study
can be found irAppendix E, while Appendix F contains the measure as it was
used in the main study. The cronbach’s alpha valuPilot Il (application of

training), was .73.

2.3.3. The Big Five Inventory
The Big Five Inventory by Benet-Martinez and Joi898), translated by

Sumer, Lajunen, and Ozkan (in press), was used ¢asuome the Big Five

Personality Traits of the participants. The measunetained a total of 44 items
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(e.g., ‘I see myself as someone who ...”, “is talkeitj “does a thorough job”
rated on a 5-point Likert type scale (1 = Totalligé&yree; 5 = Totally Agree). The
pilot study revealed that one item —“reserved” ettkm/vakur’- was problematic;
two words used to explain the trait were confudmgthe participants, so one of
the words (i.e. vakur) was removed to avoid comfusiluring main study. The
measure as it was used in the pilot study can badfan Appendix G, while
Appendix H contains the measure as it was used in the rgdicapon. The
cronbach’s alpha value obtained at Pilot Il (apilan of training), was .71.

2.3.4. Measures for Training Results

Tests assessing the effectiveness of the trainemg &lso used as measures.
These tests were used to determine the effectheotraining on the outcome
variables behavior/skill demonstration and immelipbst-training knowledge.
For this purpose, each module (i.e., part of theing program) contained tests
measuring its effects. Each of these tests wepdieabbefore the onset of the

training (pre-test) and end of the training (p@stt.

2.3.4.1. Measures for Effective Time Management Module

Two tests were used as measures in effective timmagement module. First
test consisted of 13 items, 10 true-false (e.gimérloss can be compensated.”)
and 3 multiple-choice questions (e.g., “Which ok thelow are definitely
necessary for effective time management”) assesHieg knowledge of the
participant on the time management topic. Secostldentained nine items for
measuring participant’s attitude towards time managnt and actual time usage
(e.g., “I often have trouble with meeting deadlides home-works, reports, and
projects”). These 9 questions were answered usibgpaint Likert scale (1 =
Totally Disagree; 5 = Totally Agree). These twotsesvere used to measure
different aspects of the situation of the studaritrhe management, and they were
applied both in pre- and post-test. The first ardoad tests can be found in
Appendix | andAppendix J respectively.

Measures for Fast and Effective Reading Module
For the fast reading part, a reading speed testusad to assess the reading

speed of the participant. The test was appliedroyiging the participant with a
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text to read and then measuring the time it tooknish reading that text. Then,
the number of words in the text was divided to tivae and the reading speed in
words per minute (wpm) was calculated by the saftwa

For the effective reading part, reading comprelmnsests were used. The
participants were given a pre-selected text aner a#tading the text, they were
required to answer ten questions regarding that t&xsample text with the
guestions can be found mppendix K. The texts were selected by two student
assistants helping the researcher and then wipgemission was requested from
the publishers to use the texts in the study. Ther@ and method for selection of
the tests are explained in detail later in thentraj program section.

Questions for the texts were developed by the reseanand the two student
assistants helping the researcher. After produt@ngo fifteen questions for each
text, most appropriate ten were chosen to be uBeel.guidelines for developing
guestions were simple. First, they had to confoona ttechnical requirement so
that they could be rated by the computer withogquieng human interruption. For
this reason, the questions had to be in one dbileving forms:

» True-false

* Multiple-choice with one or more correct answerhwmose from several
alternatives

* Open ended with one word or a short phrase as answe

* Matching

To avoid potential problems, open ended questi@uslly had an answer,
which could not be stated in a different way. Afsaiential different spellings of
the answer were also considered correct; this edperequired checking for any
combination of Turkish characters with their nonrkish counterparts. For
example, if the answer was 'derin ekoloji', th@ERIN EKOLOJ','derin ekolojr’,
and 'DERIN EKOLOJI' were also considered correct.

Second, it was required that the questions wouldopeulated from as
many different sections of the text as possiblm&asure a general understanding
of the whole text. Finally, it was aimed to provideiestions which measure
comprehension as well as direct retention of infiron presented in the text. A

sample text with the questions can be foundppendix K.
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2.3.4.2. Measures for Active Use of Memory Module

Active use of memory module contained various téstseasure different
kinds of memory usage. The skills for free recadl.{ recalling any item presented
in a set in no particular order), ordered recadl.(irecalling items presented in a set
in the given order), paired recall (i.e., recalliag item from a previously seen
pair, given the other item in the pair is presejtadd number recall (i.e., recalling
a number with several digits) were measured wiehtésts. All the tests provided
the material to be recalled and then presentegbaingcipant with an appropriate
way to show what s/he could recall. Tests wereiagg@t the beginning and at the
end of the module. There were also tests measthmgise of different memory
skills (e.g., paired recall, number recall) betwékea training sections, after the
techniques and practices. Examples of free remalkred recall, paired recall, and

number recall tests can be founddppendices LthroughO.
2.4. Training Program

2.4.1. Development of the Training Program

Three major topics were selected to be coverechénttaining program:
Effective Time Management, Fast and Effective Regdiand Active Use of
Memory. Each topic was developed as a separate Imoéifier determining the
major topics to be covered in the training programncomprehensive literature
review was carried out for each area. List of #sources examined for each area

can be found il\ppendix P.

2.4.1.1. Effective Time Management

Effective Time Management was the first module. Thesearcher’s
involvement with self development and past expeeem the area helped in
structuring the Effective Time Management Module veall as the Fast and
Effective Reading Module. The information collectedm various resources was
brought together and structured using mind mappacgnique (Wikipedia Mind
Map Page, 2006). Basically, a mind map consisterafches connecting nodes

and sub-nodes to a single major topic. Each nottisteokey word or key phrase
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related to its upper node and finally to the cdntpic. An example mind map can
be seen iMppendix Q.

A large mind map was created for the effective tmmenagement topic. The
central node contained the major topic, Effectiiemd Management. Branches
connected the central node to nodes containing maaigas to be covered. Sub-
nodes under these major nodes held topics andopitstrelated to these major
areas. After constructing this mind map, the stmectwas further refined by
combining and connecting related or similar nodeshe map. Using this mind
map, the major structure of the module was detexchifhen, storyboards were
used to develop each screen the participants wseeéd Storyboarding, in simple
terms, is a basic technique used to draft or skefcat a visual communication
element, (e.g. a photograph, a movie scene, a esisgteen of computer
presentation, etc.), will contain. Storyboards c¢sinsf several, usually simple
sketches showing sequential visual communicatiemehts (e.g., several scenes
from the movie, sequential slides, etc.). Finallgsh animations were produced
based on these storyboards. The first module didcootain a lot of practice
exercises. It mainly consisted of informative regdimaterial and sample practice
guestions spread out among the readings. The dooftehe training program is

presented below.

Table 2.2: Activities in Effective Time ManagemenModule

Activity Name Description

1 Training Plan Describes the order of presentaiiche

content of the training

2 Test - Current Knowledge Measures knowledge level in time
(pre-test) management topic
3 Test - Current Status (pre-Measures current status in time usage
test)
4 Introduction to Time Presents knowledge and facts (i.e.,
Management declarative knowledge) concerning time
management
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Table 2.2: Activities in Effective Time ManagemeniModule (continued)

Activity Name Description
5 Current State in Time An exercise recommended to determine
Management Skills current way of time usage
6 Basic Time Management Presents information on principles for
Principles managing time
7 Planning Presents information about planning
8 Goals Explains what goals are and how to set
them
9 Weekly and Daily Planning Shows how to make weeakid daily
plans
10 Points to be Careful AboutNotes critical points
While Planning
11 Common Time Presents widely seen mistakes and shows

Management Mistakes  ways to avoid them
12 Time Robbers Lists several sources of time waste
ways for avoiding them
13 Application to Daily Life ~ Summarizes all the ¢ent and shows

ways to apply the newly learned skills to

daily life
14 Assessment of Time Usagelelps the participant evaluate the way
uses time
15 Test - Knowledge Level Measures knowledge level in time
(post-test) management topic
16 Test - Achieved Status  Measures achieved status in time usage

(post-test)

The fifth activity, Current State in Time Managerhé&kills, had a timed
relation with the fourteenth activity, AssessmefiTone Usage. The fourteenth
activity could only be taken at least one weekréfie first completion of the fifth

activity. This relation, similar to other relatioms other modules, was enforced in
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order to motivate the participants to carry on acpce presented in the fifth
activity, for one week. However, the practice was dictated to be completed, it

was at the discretion of the participant.

2.4.1.2. Fast and Effective Reading

The second module in the training program was &agtEffective Reading.
This module was devised to provide the informatietessary for improving
reading as well as to give the participant someodppity to apply this
information. This module was developed as two sspaparts: Part |. Fast
Reading and Part IlI: Effective Reading. These padse developed so that they
could be undertaken at the same time. The developofethese parts, like the
Effective Time Management Module, was carried ogtcbllecting information,
building mind maps, preparing storyboards and orgathe software. Firstly, a
wide variety of resources were examined. Secornldé/module and its parts were
structured using mind maps. Then, the storyboar@sewprepared and the
applications were designed. Next, content to be us¢he exercises and tests was
prepared. Finally, everything was transferred &sHl animations to be presented

over Internet

Part I: Fast Reading

The first part aimed at improving reading speedhefstudents. It began by
presenting information regarding reading speed fantbrs affecting it, and then
provided applications to use this information. Rhsa Van Merrienboer et al.’s
(2002) 4C-ID model, the main information relatedréading speed was provided
at the beginning of this part as supportive infarora Information regarding more
recurrent aspects of reading speed and relateor$a¢towever, were provided one
by one and were followed by appropriate practicerases. For example,
information regarding eye-span and speed of inftiongerception was followed
by two exercises to improve these skills.

The Fast Reading part started with reading spestd lteconsisted of three
different texts with different difficulty and atitveness ratings (the rating process
for the texts will be explained below). The texterer ordered from easiest to

hardest to read. At the end of this part, thereevileree more texts to measure the
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reading speed, ordered in the same fashion. Affierpilot study, an automatic
check to make sure that the reader (the partigmhdtnot click the finish button
by mistake was added at the end of the test apipliceOnce the reader finished
reading the text, the test application checkedréagling speed and if it was too
high (i.e. above 800 wpm) it warned the user ardge@svhether a mistake had
occurred or not. It also provided an option to gakband continue reading in case

of a mistake. The list of activities in the fashdeng part is given below.

Table 2.3: Activities in Fast Reading Part

Activity Name Description

1 Training Plan Describes the order of presentation
of the content of the training
2 Introduction to Reading Speed  Introduces the interface of the

Measurement Interface software for reading speed

measurement and explains its

usage
3 Reading Speed Measurement - 1 Speed test (pye-tes
4 Reading Speed Measurement - 2 Speed test (pye-tes
5 Reading Speed Measurement - 3 Speed test (pye-tes
6 Basic Information Regarding Spedéresents facts and principles
Reading concerning speed reading
7 Main Factors Affecting Reading The factors affecting the reading
Speed speed are presented
8 Vocal Reading Sub-vocalization is explained
9 Introduction to Silent Reading Introduces the interface of the
Exercise Interface software for silent (without sub-
vocalization) reading exercises
explains its usage
10 Silent Reading Exercises Practice in silenti{@ut sub-
vocalization) reading
11 Eye Span and Speed of Perception = The conceptgedpan and

perception speed are explained
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Table 2.3: Activities in Fast Reading Part (Contined)

Activity Name Description
12 Introduction to Eye Span and Introduces the interface of the
Speed of Perception Exercise software for the first type of eye
span and perception speed
improvement exercises and
explains its usage
13 Eye Span and Speed of First type of exercises for
Perception Exercise improving eye span and
perception speed
14 Introduction to Eye Span and Introduces the interface of the
Speed of Perception Exercise -software for the second type of
2 eye span and perception speed
improvement exercises and
explains its usage
15 Eye Span and Speed of Second type of exercises for
Perception Exercise — 2 improving eye span and
perception speed
16 Backtracking and Movement Backtracking is explained along
Speed of the Eye with the movement speed of the
eye
17 Introduction to Increased Speethtroduces the interface of the
Reading Interface software for the Increased
Reading Speed Exercise and
explains its usage
18 Increased Speed Reading Exercise specifically designed to
Exercise improve the reading speed by
forcing to read faster
19 Sample Application Plan An application plandtirthe

practice exercises over a 21-day
period.
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Table 2.3: Activities in Fast Reading Part (Contined)

Activity Name Description

20 Reading Speed Measurement -Speed test (post-test)
4

21 Reading Speed Measurement -Speed test (post-test)
5

22 Reading Speed Measurement -Speed test (post-test)
6

Fast reading part contained several timed relatlmetgreen activities, like
the one in effective time management module. Thekdions were enforced in
order to motivate the participants to do the pcacexercises during the period
when the next activity could not be taken. Thetrahs are given in the table
below. The activity on the activity column couldtrme started before at least the
time given in the time column has passed aftelfititecompletion of the activity
in the prerequisite column.

Table 2.4: Relations between Activities in Fast Reling Part

o o Time in
Activity Prerequisite
Between
Eye Span and Speed of Silent Reading Exercises 1 Day
Perception

Introduction to Eye Span and  Eye Span and Speed of PerceptidhDay
Speed of Perception Exercise - 2Exercise

Backtracking and Movement Introduction to Eye Span and 3 Days

Speed of the Eye Speed of Perception Exercise - 2

Reading Speed Measurement - 4  Sample Applicatian Pl 21 Days
Reading Speed Measurement -5  Sample Applicatian Pl 21 Days
Reading Speed Measurement - 6  Sample Applicatian Pl 21 Days

The fast reading section contained an exercisehinh words with differing

lengths were flashed at the screen and the patitiwas required to see it. For
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this exercise, words from Turkish dictionary weetested and a list was built, and
then the application displayed words chosen frois list randomly. The word list
was built by comparing two online dictionaries a®decting the matching words
then eliminating any words which were mentionedia®rmal/slang/rude” in the
dictionaries. Finally, the two student assistargkping the researcher checked the
list of words evaluating each word for its suitapito be used in the current study.
These two students were considered to be typical WiKEtudents and as such it
was expected that their judgments would approxinmatgments of typical
students. The word list contained 10,639 worddaend.

Many texts were used in the practices and tedtseifiast reading part. These
texts were chosen after searching various soumtesiding popular scientific
journals, contemporary and classical Turkish liem®, and translations of many
foreign books, and then, extracting texts or paftstexts. The two student
assistants helped the researcher by scanning tbeserces for appropriate texts.
After selecting around 50 texts, these texts wegsduated and rated by these two
students and by the researcher in terms of oveudihbility as well as difficulty
and attractiveness. Some texts were eliminatedulsecthey were inappropriate.
The remaining texts were rated for their difficudipd attractiveness. Each text
was rated for difficulty and attractiveness, raggirom 1 to 3, 1 being low and 3
being high for both scales. Finally, the average¢hoée ratings for each text on
both difficulty and attractiveness was taken anadusThe difficulty was
determined based on the use of jargon, sentengetigie and the length of the
sentences and the paragraphs. The attractivenassated based on the subjective
opinions of the raters.

Fourteen of the selected texts were chosen to déx inghe fast reading part
and five were chosen to be used in the effectialing part. Additionally, six
were used for reading speed test during the trgiand three were used at the end
of the whole program. Four texts were used forotiffe reading tests during the
training and two were used at the end of the cotmapprogram. The major
difference between the texts for these parts wasitimber of words. The texts for
fast reading part contained around 1000 words twige quick exercises. The
texts for effective reading part contained arouB@@words to provide a broader

scope for potential questions. Permission to usesdected texts in this study was
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requested from respective copyright holders by isgnthem letters signed by

department chair.

Part Il: Effective Reading

The second part aimed to improve the effectiverés®ading so that the
combined effect of the two parts of the reading mledwould be increased
comprehension with higher reading speeds. This pastvided information
regarding what should be done before, during, after aeading to improve
comprehension and retention. It also included ef limtroduction to mind maps to
improve retention of information by note takingtéfproviding all the details and
techniques, reading practices were provided for ghgicipants to apply their
newly gained information. The practices consistedifferent texts with different
difficulty and attractiveness ratings, followed gyestions measuring the level of
comprehension and retention. The texts were chasegxplained in Part I. Fast
Reading. The questions were developed as explagaelier in the measures
section. The activities in this part are listedobel

Table 2.5: Activities in Effective Reading Part

Activity Name Description

1 Training Plan Describes the order of presentaiiche

content of the training

2 Introduction to Effective Introduces the interface of the software for
Reading Interface the effective reading test and explains its
usage
3 Effective Reading Test - 1 Test for reading caghpnsion (pre-test)
4 Effective Reading Test - 2 Test for reading cashpnsion (pre-test)
5 Mind Maps Brief description and examples for @safy
mind maps
6 General Reading Presentation of the general strategies for
Strategies better reading
7 Things to be done beforelnformation regarding what to do before
Reading reading to improve comprehension
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Table 2.5: Activities in Effective Reading Part (Catinued)

Activity Name Description

8 Details to be cared aboutinformation regarding what to do during
while Reading reading to improve comprehension

9 Things to be done after Information regarding what to do after
Reading reading to improve comprehension

10 Recommendations for General recommendations to improve
Effective Reading reading skill

11 Effective Reading Practideractice exercises to apply newly acquired

skills
12 Efective Reading Test-3  Test for reading comprehension (post-test)
13 Effective Reading Test-4  Test for reading comprehension (post-test)

There were time constraints between some of thwitaes in this part.
Effective reading practice, the eleventh activityuld not be started before at least
1 day had passed after the first completion offitis¢ effective reading tests (i.e.,
Activities 3 and 4). The last two effective readiegts (i.e., Activities 12 and 13)
could not be started before at least seven dayp&sskd after the first completion

of the effective reading practice, Activity 11.

2.4.1.3. Active Use of Memory

The final module was designed to improve the skifighe participants in
actively using their memory. Similar to other maehyl after a review of the
relevant literature, structuring of the content gmdparation of the storyboards,
the training was transferred to Internet ready frmThe module contained
general information regarding the use of memory @sd specific techniques for
remembering information. After presenting technguder remembering lists,
related practices for the students to apply thew rknowledge was provided.
Similarly, after presenting techniques for remermgenumbers, related practices
were given. At the end, practices were provided tloe integration of all
techniques together. The module ended before thal fiests by providing
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information on how to apply the techniques to défly and therefore providing a

context. The list of activities in this module isen below.

Table 2.6: Activities in Active Use of Memory Modué

Activity Name Description

1

10

11

12

Training Plan Describes the order of presentation of the co
of the training

Free Recall Test Test for measuring the skiklav free recall

(pre-test)

Ordered Recall Test  Test for measuring the ikl in ordered

recall (pre-test)

Number Recall Test  Test for measuring the siilel in recalling

numbers (pre-test)

Paired Recall Test 1  Test for measuring the kkikl in paired recall

(pre-test)

Paired Recall Test 2  Test for measuring the kkikl in free recall

(pre-test)

Basic Information Presentation of basic knowledge facts

regarding memory
Basic Principles Presentation of basic principlesiemory use

General Techniques General techniques for better recall
and Methods

Mnemonic Technique&eneral introduction to mnemonic techniques
Peg Systems Information about the peg systems

Techniques for Specific mnemonic techniques for recalling lists

Recalling Lists
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Table 2.6: Activities in Active Use of Memory Modué (continued)

Activity Name

Description

13

14

15

16

17

18

19

20

21

22

23

24

25

Connection/Story

System

Method of Loci

General information about and guidelines fo

use of the mnemonic technique

General information about and guidelines fo

use of the mnemonic technique

Roman Room SystenGeneral information about and guidelines fo

Alphabet Method

Explanation for List

Recall Exercises

List Remembering

Exercises 1

List Remembering

Exercises 2
Free Recall Test

Ordered Recall Test

Techniques for

Recalling Numbers

Similar Look System

use of the mnemonic technique

General information about and guidelines fo

use of the mnemonic technique

The exercises for practicing mnemonic

techniques for recalling lists are explained

The exercises for practicing mnemonic

techniques for recalling lists

The exercises for practicing mnemonic

techniques for recalling lists
Test for measuring the skiklléen free recall
Test for measuring the kekikl in ordered

recall

Specific mnemonic techniques for recalling

numeric data

General information aboud gaidelines dr the

use of the mnemonic technique

Similar Sound Systenteneral information about and guidelines fo

Major System

use of the mnemonic technique

General information about and guidelines fo

use of the mnemonic technique
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Table 2.6: Activities in Active Use of Memory Modué (continued)

Activity Name

Description

26

27

28

29

30

31

32

33

34

35

36

Explanation for
Number Recall

Exercises

Number Recall

Exercises 1

Number Recall

Exercises 2

The exercises for practicing mnemonic
techniques for recalling numeric data are

explained

The exercises for practicing mnemonic

techniques for recalling numeric data

The exercises for practicing mnemonic

techniques for recalling numeric data

Number Recall Test 1 Test for measuring thé kkiel in recalling

numbers

Number Recall Test 2 Test for measuring thé kkiel in recalling

Application of

numbers

Guidelines and examples for applying the recall

Memory Techniques ttechniques in daily life

Daily Life

Explanation for Paired’he exercises for practicing mnemonic

Recall Exercises

Paired Recall
Exercises 1

Paired Recall

Exercises 2

General Recall

Exercises

Free Recall Test

techniques for recalling paired information are

explained

The exercises for practicing mnemonic

techniques for recalling paired information

The exercises for practicing mnemonic

techniques for recalling paired information

General exercises for applying a multitude of

previously learned techniques

Test for measuring the skikllen free recall
(post-test)
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Table 2.6: Activities in Active Use of Memory Modué (continued)

Activity Name Description

37 Ordered Recall Test  Test for measuring the kil in ordered

recall (post-test)

38 Number Recalftest  Test for measuring the skill level in recalling

numbers (post-test)

39 Paired Recall Test 1 Test for measuring the skill level in paired recall

(post-test)

40 Paired Recall Test 2 Test for measuring the skill level in paired recall

(post-test)

There were three time based relationships in thislute. First, the free
recall test, Activity 20, could not be taken befatdeast two days had passed after
first completion of the explanation for list recakercises, Activity 17. Second, it
was not possible to start number recall tests,vis 29 and 30, before at least
two days had passed after completion of the expamaor number recall
exercises, Activity 26. Third, the final tests, iaities from 36 to 40, could not be
started before at least two days had passed aftepletion of the application of
memory techniques to daily life, Activity 31. Thesslations were enforced in
order to motivate the participants to do the pcactxercises during the period
when the next activity could not be taken. Howeyearticipants were not forced
to practice.

This module was not included in the final analyses;ause, as explained in
results chapter, there were only two participart® wompleted this module at the

time of the analyses.
2.5. Procedure

2.5.1. Overview

The first step in the study was the developmertrasrslation/adaptation of
the individual difference factors measures. Whess¢hmeasures were brought

together, a pilot application of them was carriad. At the same time, the
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Learning Management System software was develdpext, the training program
was produced. After these ingredients were readw fiest run, the training pilot
study was carried out. Following this pilot studgcessary revisions were made to
the software and the training content. When evergtiwas ready for the main
application, participants were recruited. Infornmghsent of the participants was
obtained before they registered. The informed aonserm can be found in
Appendix R.

A pretest battery containing both the individudfetence factor measures
and the tests related to training program (tests nfi@asuring the skill and
knowledge level in time management, reading speethprehension level and
memory use) was administered to all participant$ @s pretest battery was a
prerequisite for taking the training. The particifsacould not start the training
without taking these tests. After the registratiamse closed, the participants were
randomly divided into two groups, the experimergedup and the waiting list
control group. Next, the students in the experimlegiioup started the training. All
relevant information regarding this training praxése. the times of logins, the
times and frequencies of undertaking training #@otis, and the scores obtained on
practice exercises and on tests) was monitoredreswtded for each participant.
After the designated time for the training programas completed for the
experimental group, a post-test battery containimggscales in the pre-test and a
change scale for the learning-self efficacy wadiaggo measure any changes that
occurred during training. At the same time, the s&est battery was applied to the
waiting list control group as the pretest beforeytbegan the training. Finally, the
control group began the training.

2.5.2. Development of the Measures

As explained earlier, there were three scales taasore individual
differences characteristics of the participantswadl as a number of tests to
measure the effects of the training on knowledgatbttude of the participants.
The Learning Self Efficacy Scale was developedh®yresearcher himself based
on the guidelines by Bandura (2005). The secondesthe Goal Orientation
Scale, was translated from the original Englistsier into Turkish and two items
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were added by the researcher. The third scale g arkish translation of the
Big Five Inventory, translated earlier by Simeale{(in press).

The tests measuring the success of training werelgged along with the
content of the training program. After collectinfgetinformation for the content
and structuring the instruction, tests were createtheasure any changes in the

knowledge or skills caused by the information pnésé up to that point.

2.5.3. Development of the Learning Management System (LMS)

The LMS was developed by the researcher from dtrdtice development
process began by the examination of the documenthé SCORM 2004 standard
(Dodds & Thropp, 2005; Dodds & Thropp, 2004; DodtisThropp, 2004-2;
Dodds & Thropp, 2004-3). The SCORM 2004 standard wsed as the major
source for formulating the details of the LMS, swshthe way the LMS would
collect and record information, present the tragnioontent and log any
information regarding the users’ interaction wittatt content. The software was
developed using PHP programming language with MyS&ftware as the
database. At the beginning, SCORM 2004 was theetag standard to be
supported by the system. However, as it requirethgthy development process, it
was necessary to change this goal. The new aimtheashe LMS would have
only the features that were necessary for curreitysand thereby it could be
completed faster. As a result, SCORM compatibiBitpot a feature of the system;
however, the main features were guided by thatdstah The communication
between the training materials and the LMS was dasea simplified version of
the specifications of this standard. Additionathe relationships between the parts
of the modules (i.e., the activities in the modulegre defined using a simple

method derived from SCORM’s sequencing information.

2.5.4. Individual Difference Factors Scales Pilot and Triaig Pilot

In the first pilot study, the three individual difences scales were
administered to a sample of 94 undergraduate stsid€he goal orientation scale
was also modified to contain questions regardintp oastery and performance
goal orientation. Detailed information regardingaseres was presented earlier in

the measures section, so further explanations eafolnd there. In this pilot
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study, different measures had different ratingesaHowever, following the pilot
study, a decision was made to convert all the scal® a 5-point Likert type,
consistent with the suggestions of Ergin (1992).

The second pilot study included the applicatiotheffirst two modules (i.e.,
Effective Time Management and Fast and Effectivedi®ey) modules of the
training program. The program was administered total of 47 students taking
Industrial Psychology Course during 2005-2006 f#imester. They received
experimental credit for their participation in thraining. The credit was given

based on the proportion of the training completed.

2.5.5. Main Study

After completion of the second pilot study, therkvéowards main study
began. Any errors found during the pilot study wemgrected. Improvements
based on feedback from participants were made. dévelopment of the third

module continued.

2.5.5.1. Recruitment

When the system was ready for the main study, ebeuitment process of
the trainees for the program began. A poster weggred to be posted at different
locations in the campus. The major flow of applisanhowever, happened
following the online announcement of the traininghe university’s web site. Not
only METU students and personnel, but also formadgates and people outside
METU were interested and requested to take pas.pHrticipants with an e-mail
address having “metu.edu.tr” extension subscrilbednselves over the web site.
Other people willing to participate were subscrided the researcher himself.
They sent their information via e-mail. Each papént asked to read and, if it is
ok, to sign an informed consent form before signipgfor the program
(Appendix R). At the end of the registration period, a tothl587 participants
registered for the study.

255.2. Pre-test

All the participants, who registered for the progravere required to take
the pre-test battery in order to be eligible toetétke training. The pre-test battery
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contained the individual difference factor scalBise pre-test for the instructional
material, i.e. the knowledge and skill tests, wapplied at the beginning of each

module.

2.5.5.3. Assignment of the Participants into the Experiraeanhd the Waiting

List Control Groups

The participants were randomly divided into expermmal group and control
group. The experimental group immediately begartrdiaing program, while the
control group waited until they completed the timagn The students in the waiting
list control group were told that the technical @aipy of the system was not able
to serve that many students at one time and theréfiey had to be divided into
two groups. The control group was given a choicebefinning the training
immediately after the experimental group compldiesl during the summer) or
the fall term. Two hundred sixty one of the 593dstuts were included in the
experimental group and 332 were included in thetrobrgroup. The higher
number in the control group was due to the fact biezause of time limitations,
the training had to begin before registrations waompleted. The students who
registered before the training began (a total o8)4@ere grouped randomly,
resulting in 261 participants in experimental grana 236 in control group. The
remaining 96 students registered after the trairdegan and therefore were
included in the control group.

In the course of the training, four participantguested to be left out of the
study and therefore their information was not usksl.a result, there were 589

participants in the end.

2.5.5.4. Training and Monitoring

After the assignment of the participants into thgezimental and the
waiting list control groups, participants in thepeximental condition started the
training program; they took the modules explainadier in the training program
section in the order they were presented. They aibveved to start a module only
after completing the module before it. However, twasts of the reading module
could be taken simultaneously. While the participawere taking training, all

required information including the time spent ire teystem, the number of
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attempts on any activity, the status of activite®l modules, and the test scores

was recorded by the system.

2.55.5. Post-test

After the designated time for the training progrdras ended for the
experimental group, a post-test was administerask © the time limitations of
the study, some participants took the test befbey tcompleted the training
program. Post-test was fundamentally the sameaedhe pretest, it contained
individual difference factors scales and scalesni@asuring the knowledge and
skills of the participants in the areas contairmethe training program. Only some
content in the post-test (e.g., the reading mdgdneas different than that of pre-
test. Also, tests for the training content, i.eowiedge and skill tests, were applied
both at the end of each module specifically fot thadule, and at the end of the
whole program, for all modules. Waiting list contgroup took the same test,
excluding the learning self-efficacy change itefbis test was administered to

them as the pre-test before they began training.
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CHAPTER 3

RESULTS

3.1. Overview

In this chapter, first, operational definitions a@he variables (both
independent and dependent variables) of this sty presented. Next, a
description of the analyses carried out to test liipotheses of the stuffy is
provided. Third, descriptive statistical inforntati concerning the completion
rates of the different modules of the training peog is presented. Finally, results
of the analyses testing the hypotheses of the sitelgiven.

3.2. Operational Definitions of Variables

The independent variables of the study are theetmdividual difference
scores (i.e., mastery goal orientation level, cmmmousness level, and learning
self-efficacy level) and completion rate, sinceasitexpected that completing the
program will affect the learning-self efficacy Ilévef the participants. In the
present study, these scores were used as continadables. The three individual
difference scores were measured using 5-point Likgre scales. The average
scores on each measure were used as the individigalee on that variable.
Completion rate of the program was determined lwdatig the number of all
activities completed by an individual by the toteimber of available activities
and it was expressed in terms of percent completaten Percent completion rate
was also used as a continuous variable in the sesly

The dependent variables of the study were chanigedwledge level,
change in skill level, practice level, and alsd-sfficacy and completion rate
(both of which were also treated as independernabi®s). The changes in
knowledge and skill level were measured by theedéfiice in the knowledge and

skill tests performance applied at the onset anldoéthe training modules. The
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scores on these tests were directly used withgutambination or recalculations.
Each test had a different scoring schema. For ebawhile the comprehension
test had scores ranging from zero to 100, the mgagheed test had scores ranging
from 50 to 1000, so each test was compared sepafatendividuals.

The participants were presented practice exercigesfacilitate the
knowledge they have gained. Practice level for epchictice exercise was
determined by the number of times that practice wakertaken by the participant.
In order to avoid the inflation in the practiceéégcores, first 10 attempts on each
practice was assigned one point each, followingnapts were assigned half
points. As some practices took longer to complatélecision was made to use
differential weighting in calculating total praatidevel score. Practice level was
also a continuous variable. Detailed informatioowtihe scoring of practice level

for different practice exercises is provided below.

3.2.1. Scoring Practice Levels

In this section, differential weights used for eagfactice exercise in
calculating the overall practice score of the pgrtints are explained. There were
four practice exercises for the Fast Reading HaheoFast and Effective Reading
Module (i.e., Silent Reading Exercise, Eye Span &pked of Perception
Exercises | and Il, and Increased Speed Readingcisgg and one for the
Effective Reading Part (Effective Reading Practice)

Silent Reading Exercise aimed to help the partidgpatop sub-vocalization.
To achieve this aim, it presented a text to theeeand the reader had to read the
text while engaging her/his vocal channels withiffedent task (e.g., counting
from one to ten, repeating a sound like “mmmm?”}tsat s/he could not vocalize
the material that was being read. The exercise mguired reading the text. The
texts were around 1000 words each. There wereahdbfourteen texts, and each
could be used as many times as the participantaglant

Eye Span and Speed of Perception Exercises | aaienBd to increase the
eye span as well as perception speed of the gmatiti In the first group of these
exercises, two characters on both sides of a in#he screen were presented. The
participant was required to see the characterssiwbtould be numbers or letters,

and to write them when asked. The distance betvieercharacters increased,
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while the duration of their presentation decreageer time. It was possible to
improve from the first level (where the characterre the closest) and longest
presentation (i.e., where the characters werealispl for the longest duration) to
the 28" level (where the characters were farthest apad)shortest presentation
(i.e., where the characters were displayed forstigtest duration). Each time the
exercise was undertaken, 18 pairs of characterg wlBown. Correct answers
moved the participant to higher levels and shoderations, while incorrect
answers moved the participants to lower levelslander durations. A participant
had to repeat the exercise at least 30 times withmstakes to reach the highest
possible level and the shortest duration. Then sthid continue to do exercise
trying to keep at that level. In the second grodpEge Span and Speed of
Perception Exercises, the practice was very simiih the exception that instead
of two characters, a word or group of words wassg@méed on the screen. The
difficulty level was increased by increasing thedth of the word or adding more
words. The duration of presentation was shortehedsame way as it was in the
first group of exercises. There were 13 difficdiyels and four different display
durations. In total, a participant had to repeatdRercise around 20 times without
a mistake in order to reach the highest level armaftest presentation duration.
Then s/he could continue to do exercise tryinggepkat that level.

Increased Speed Reading Exercise was applied teaise the reading speed
of the participant. It forced the participant tadefaster by highlighting the words
to be read and moving the highlighted section fedvdhe number of words that
were highlighted increased while the duration theye highlighted decreased to
move the reading speed up. The system automaticeldigased the speed while
the participant progressed. The participant was abide to increase or decrease the
speed. The highest speed that could be reachbdiaxercise was 1000 words per
minute. Seventeen different texts were used far élxercise. Length of each text
was around 1000 words. The texts could be reugeardatice.

Effective Reading Practice composed of two paristhe first part, a text
with a length around 2500 words presented. In theorsd part, questions to
measure comprehension of the text were asked. Thene a total of five texts for

this exercise and they could not be repeated, shreeomprehension level for a
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text in subsequent readings would be highly affbcby the first reading.
Therefore, the effective reading practice couldibdertaken five times.

Based on the information presented above, eacliiggagxercise was given
a differential weight to account for the differeace difficulty, appeal, and its
length. The exercises for eye span and reading @rapsion were given a weight
of 1, since they were short and easy to do. Theeased speed reading exercise
was assigned a weight of 2, as it was longer thareye span exercises but it also
showed the progress clearly thus making it appgaliine silent reading exercise
was assigned a weight of 3 because it was lengtidy iadid not show the
improvement of the participant, i.e., the participhad to see the improvement
herself/himself. Finally, the effective reading iiee was given a weight of 7
because it was more than twice as long as silenlimg or increased speed reading
and it could be done five times only. The weighhd@de it possible to acquire a
total of 35 points from this exercise, while someamho did the silent reading
exercises once with each provided text (i.e., e in total) would acquire a total
of 36 points. Scores on the practice levels werdiphed with these predefined

coefficients while calculating the practice levehtgposite score.

3.3. Analyses

In order to investigate the success of the onlistruction and to test the

hypotheses of the study, following analyses wergezhout.

3.3.1. Hypothesis |

Developed online training program will have postigutcomes in terms of
selected criteria from Alliger et al. (1997),

a) Students who attend the online training progravill demonstrate

acquisition of knowledge in the immediate measunésne

b) Students who attend the online training progravill demonstrate

increase in their skills in the training context.

In order to test both parts of the first hypothebespre- and post-test scores

on knowledge and skill tests of participants weympared using paired t-test.
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3.3.2. Hypothesis lI

Mastery goal orientation level of the students iédict the practice level
undertaken.

Simple linear regression was used to test the selogpothesis. The practice
level of participants was used as the dependenablarand the mastery goal
orientation level of the participants was treatedhee independent variable.

3.3.3. Hypothesis lli

Mastery goal orientation level of the students Wwadle positive relationship
with the training outcomes.

a) Mastery goal orientation will predict the acquisn of knowledge in

immediate measurements.

b) Mastery goal orientation will predict the increa in skill level in the

training context.

Simple linear regression was used to carry out tegg. Change scores
between pre- and post-test for knowledge and skitse regressed on mastery
goal orientation.

3.3.4. Hypothesis IV

Learning self-efficacy level of the students wikkgict the practice level
undertaken.

Simple linear regression with learning self-effigdevel of the students as
the independent variable and the practice levéh@slependent variable was used
to test the fourth hypothesis.

3.3.5. Hypothesis V

Conscientiousness level of the students will atfextnvolvement of students
in the program.

a) Conscientiousness level of the students williptéevel of practice

b) Conscientiousness level of the students willipt&eompletion rate

Fifth hypothesis was tested by comparing a) thectpa level of the

participants, and b) the completion rate of the gpam, based on the
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conscientiousness of the participants. These casgrer were carried out through

simple linear regression.

3.3.6. Hypothesis VI

Completing the training program will increase theaining self-efficacy
level of the students.

The last hypothesis was tested using simple liresgression and treating the
completion rate of the program as the independanabie and the change in the

learning-self efficacy level of the participantsths dependent variable.

3.4. Basic Descriptive Statistics about Program Compbeti

The interest in the program was originally high.wéwer, the number of
students who continued the program was considetailyFor example, a total of
207 participants started at least one activity 208 finished at least one activity.
One hundred and forty nine participants comple@drimore activities out of 88
activities. Number of participants with differenegtees of involvement in the
program can be seen ifable 3.1 It is important to note that in the following
tables of this section, the two parts of the Fast Bffective Reading Module are
treated as separate modules. Therefore, the peesemisults include three
“modules”. “Effective Time Management,” “Fast Reagli” and “Effective
Reading.” As mentioned earlier in the method chaptel explained later, due to
low number of participants who completed the “Aetise of Memory” Module,
it is left out of most analyses.

Table 3.1: Number of Participants Completing Diffeent Amounts of the

Training

Description Number of

Participants

Number of participants who started the program (who 207
started at least one activity)

Number of participants who finished at least onevayg 202
Number of participants who completed the program* 4 2
Number of participants who completed at least omelidie 120
Number of participants who completed one module 87
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Table 3.1: Number of Participants Completing Diffeent Amounts of the

Training (continued)

Description Number of
Participants

Number of participants who completed two modules 7
Number of participants who completed three modules 24
Number of participants who completed four modules** 2

Number of participants who did not start any atjivi 282

* Number of participants who completed the Modulefféctive Time
Management” and both parts of the Module “FastEffiective Reading”
** Since two parts of the Fast and Effective Regdiwhodule were treated as

modules, there were a total of four modules

In terms of completion of activities, the situatienno better. For example,
out of 593 participants who applied for the instimt program, a total of 120
participants completed the Effective Time Managembtodule. Table 3.2

presents the number of participants who startedndrodcompleted each module.

Table 3.2: Number of participants who started and ompleted each module

Module Number of Participants Number of Participants
who Began who Completed

Effective Time 202 120

Management

Fast and Effective

Reading
Part I: Fast Reading 115 28
Part Il: Effective 67 31
Reading

The numbers iMable 3.1 andTable 3.2 clearly show that the completion

rate of the program was quite low. Potential cafisethese low rates are explored
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in the discussion chapter. As stated before, dubdaextremely low completion
rate for the Active Use of Memory Module, this mawas excluded from the
analyses. The term “instructional program,” or jise program,” from now on,
means the “Effective Time Management Module” and tRast and Effective
Reading Modules.”

Furthermore, the number of participants who staatetbdule and number of
participants who completed a module were drasyiadififerent. For example, a
total of 202 people started the Effective Time Mgeraent Module while only 120
of that completed the module. A similar drop in rnars can be seen for the other
modules inTable 3.2

Table 3.3 presents percent completion rates for the moddlks. percent
completion rates were calculated as such: The nuwibactivities completed by
each individual is divided by the total number ofities in that module. Then
this percent is averaged over all participants ueedthe calculation for that
specific module. This calculation left out all pagtants but the ones who at least
completed one activity from the module. Therefdree number of participants

used in the calculations differed for each module.

Table 3.3: Percent Completion Rates

Module Average Percent  Highest Percent Number of

Completion Rate  Completion Rate  Participants

Effective Time 76.69 100 201
Management

Fast Reading 66.03 100 114
Effective Reading 74.08 100 65
Whole 45.08 100 201
Instructional

Program

The individual difference measures were filledteg very beginning of the
instructional program. Also the participants whoktgart in the pilot application
of the online instruction program did respond te #tales. Information from all
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participants who filled the scales was used toycaut the basic analyses (i.e.,
inter item correlations and the cronbach’s alpHaes on the scales.

For the learning-self efficacy scale, there werttal of 437 cases at the
beginning. Twelve of these cases had seven misahges, and missing values
were from the ninth to fifteenth item for all ofethe cases. This non-random
pattern was due to a software problem in presertingecording these items.
Therefore, these cases were deleted, leaving 4&kipants. Then the reverse
items (second, fifth, eleventh, twelfth and fourtéeitems) were recoded.

Two iterations of outlier checks were run usingceres for uniavariate
outliers and mahalonobis distances for multivar@iiers. In the end, there were
a total of 41 univariate and 18 multivariate ouflieAll outliers were deleted
leaving 366 cases. Then, the cronbach alpha valuié scale was calculated and
was found to be .86, well above the acceptablevéll

For the goal orientation scale, there were a tofald25 cases at the
beginning. Three of the cases had ten missing itétems between nine and
eighteen) and five of the cases had two missingdtédtem 17 and 18). Since the
missing values were non-random, again caused byital error, these cases were
deleted. Four hundred and seventeen cases remdinedeverse items (Item 10
and Item 17) were recoded. The check for univaraatd multivariate outliers
revealed a total of 25 univariate and five multiae outliers. Deleting these cases
left 387 cases. The cronbach’s alpha value afihiist was .66, which is below the
acceptable level. This, however, was not surprissimgce the scale was intended to
measure two factorsnastery goal orientatiomnd performance goal orientatign
which are stated to be different constructs. Tleegfa separate check for each
factor seemed more reasonable. The items for pedioce goal orientation
yielded a cronbach alpha value of .67. The alphaevdor the mastery goal
orientation scale was .84, which was satisfactory.

There were initially 419 cases for the Big Fivedntory. Twelve of these
cases had missing values. Eight of the cases tathsh four items missing. The
others had five, eight, twelve and twenty missiatues. The last four items were
missing in all cases. This situation was anothsulteof the technical problem that
caused the scale responses to be recorded incetgplEhese cases were deleted.

This left 407 cases for further analyses.
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The cases were then screened for univariate andivamndte outliers.
Removing 21 univariate and 13 multivariate outliéet 373 cases for the
reliability analysis. The cronbach alpha value floe whole scale was .74. The
cronbach alpha for the items measuring consciestiess, the main interest of this
study, was .81.

3.5. Hypothesis Testing

3.5.1. Overview

In this section, the results of the analyses tgdtie hypotheses of the study
are presented. There was different number of clsesach different hypothesis
due to the differing number of participants who pbsted the tests used in the
hypotheses. Therefore, a general table of coroglati means and standard
deviations could not be provided. Additionally, jeesented means and standard
deviation for the variables may differ from one lgss to the other, because
different individuals and different number of paipants are included in each

analysis.

3.5.2. Hypothesis |

Developed online training program will have postigutcomes in terms of
selected criteria from Alliger et al. (1997),

a) Students who attend the online training progravill demonstrate

acquisition of the knowledge in immediate measunésne

b) Students who attend the online training progravill demonstrate

increase in their skills in the training context.

In order to check whether Hypothesis 1 was supgpitevas necessary to
demonstrate that there was a difference betweewlkdge and/or skill level of
the participants before and after taking the tragniThe initial intent of the study
was to compare the experimental group and waitstgcontrol group in order to
determine whether there was a significant diffeecnetween their knowledge/skill
levels at the end of the training. However, du¢hi low number of participants
who completed the training modules, it seemed mappopriate to compare each

participant’s before and after score for each ingmnmodule to determine whether
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there was a significant difference. Hence, befaré after scores of participants
for each module was compared using paired t-test.

Whenever possible, pre-module and post-module sis&gds were used in
the paired t-tests. However, for some participaptsst-module measurements
were not available (i.e., the student could noiskinthe tests before the training
program was closed due to time restrictions). kchstases, assessment at the end
of the training program was used instead of thd-puslule assessment. When
examining the effects of a module on the relatedwkadge/skill, only those
participants who completed that module were sededibis choice resulted in 120
cases for the Effective Time Management Modulec&8es for the Fast Reading
Module and 31 cases for the Effective Reading Medul

When the data (i.e., the pre- and post-test scdren) the database was
transferred to SPSS, it was observed that for tfiecive Time Management
Module, there were three cases with no pre-modagessment of knowledge
(possibly due to a technical failure because, tedty it was not possible to start
a module without taking the pre-test). These casse deleted, leaving 117 cases.
The before score had a mean of M = 63.31 (S.D..86)2vhile the mean for the
after score was M = 80.39 (S.D. = 13.72). To chiaseknormality of the scores,
skewness and kurtosis values were calculated. €fmd scores was acceptably
close to a normal distribution. On the other hatite after scores were
significantly different from a normal distributioA transformation could have
been applied in order to make it more approximatedrmal distribution. An
appropriate transformation would be reversing theres and then using their
square root. However in that case, the comparalfithe scores and the variance
would have dropped significantly. Therefore, therguh t-test was carried out
without transforming the data. The test resultsasdtbthat there was a significant
difference between pre-test and post-test scores¥1.40,p = .000, two tailed).
This showed that there was a significant effecttted training on the score
achieved from the test, i.e., the training improtteel knowledge of the participant
in the effective time management area, providingpsut for Hypothesis la.

Next, pre- and post-module scores on the effeectaeling and fast reading
tests were compared. There were a total of 28 daseke fast reading part (i.e.,

total number of participants who completed the n@dd he effect of fast reading
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part was measured by calculating the reading spé#uk participant in terms of
words read per minute (wpm). To have a less en@ng score, each time, three
different texts were used and average reading sfpeddese three texts was used.
There was one case, where the speed for one texttawahigh (10654 wpm)
compared to the speeds on the other two texts §hf©9180 wpms). This was
probably due to a mistake by the participant (feareple, the participant may
have clicked the finish button at the very begignaf the reading). Additionally,
two participants had missing scores for one texhe“after” measurement. These
missing scores and the high score were replacddtiét mean of the scores on the
other two tests by the same participant. The mearitfefore” score was M =
210.20 (S.D. = 106.53). The mean of the “after'recoas M = 342.80 (S.D. =
142.30). Then both the pre-test and post-testwlata checked for normality. The
scores were not normally distributed. In this casece both scores were non-
normal, a transformation was applied. Both scorerewtransformed using
logarithmic transformation. After the transformatidhe scores were acceptably
close to normal distribution with M = 2.29 (S.D.%) for “before” score and M =
2.50 (S.D. = .17) for the “after” score. Then trared t-test was run. It showed a
significant difference between pre- and post-testes { = -7.334,p = 0.000, two
tailed). These results support the conclusionttiatraining increased the reading
speed of the participants, yielding some suppartHfgpothesis 1b.

Finally, the scores for effective reading part waralyzed. The scores for
effective reading were calculated by providing gaeticipant a text to read and
then asking questions to measure comprehensionlaBim fast reading part, two
texts were provided at each test and the averayge sf these two tests was used.
There were no missing or extreme cases. The meahstandard deviance values
were M = 57.33, S.D. = 17.99 and M = 59.17, S.D1987 for “before” and
“after” scores, respectively. A check for normal#lgowed that before and after
score distributions were acceptably close to nordigtribution. Therefore, the
paired t-test was carried out without any furthexgessing. Thetest results failed
to indicate that there was a significant differefice -.490,p = .628, two tailed).
Summarizing all the test results, it can be cormiudhat Hypothesis 1la was

supported. That is, the training program led toiraarease in knowledge, while
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Hypothesis 1b was partially supported. That is, itnprovement in skill was

apparent only for the fast reading part but notlereffective reading part.

3.5.3. Hypothesis II

Mastery goal orientation level of the students iédict the practice level
undertaken.

The relationship between mastery goal orientatld@Q) and practice level
was tested using regression analysis. The MGO wgasl as the independent
variable (IV), while the practice level was the de@ent variable (DV). The
means for MGO and practice level were M = 4.12 (S:D61) and M = 57.61
(S.D. = 65.06) respectively. The regression reshttiwed that the relationship
between MGO and the practice level was low (059) and that the MGO did not
explain a significant amount of variance in thectice level (? = .004,p = .563).
Therefore, Hypothesis 2 was not supported.

3.5.4. Hypothesis llI

Mastery goal orientation level of the students wadle positive relationship
with the training outcomes.

a) Mastery goal orientation will predict the acquisn of knowledge in

immediate measurements.

b) Mastery goal orientation will predict the increa in skill level in the

training context.

Hypothesis 3 was tested using regression analy$esMGO scores of the
participants were used as the independent var{@jevhile the change score in
knowledge or skill was used as the dependent Jari@V). The change scores
were calculated by subtracting the scores on teetgat from the scores on the
post-test measuring the knowledge/skill level. Te#ect of mastery goal
orientation on the training outcomes were separaghmined for the Effective
Time Management Module and the Fast Reading Modhulenot for the Effective
Reading Module since previous analyses has shoatrtliere was no significant

change between the pre and post modules scordsgonodule.
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First, the relation between the MGO level (M = 4.8D. = .60) and the
Effective Time Management training (M = 17.09, S:D16.22 for the post- pre-
test difference score) was checked. The regressguited in a low value (.074).
Ther? value was also low, .00 & .427), indicating that the change in variance
of the DV (i.e., the improvement in Effective TirfManagement Knowledge) was
not explained by the MGO score).

Second, the test for the relation between the MG@Wes(M = 4.05, S.D. =
.74) and the Fast Reading training (M = 132.61,.$-011.07 for the post- pre-
test difference score) was carried out. The regressnce more showed that the
relation between the MGO score and the trainingaue was not significant &
.031,p = .877).

Both tests showed that Hypothesis 3 was not supgotiius the MGO level
of the participant did not predict the training @anes in terms of knowledge and

skill improvement.

3.5.5. Hypothesis IV

Learning self-efficacy level of the students wikkdgict the practice level
undertaken

Fourth hypothesis was tested by checking the osiship between the
learning self-efficacy (LSE) of the students aneé tractice level undertaken.
Linear regression was used to relate these twoirnanis variables. In this
analysis the practice level (M =57.61, S.D. = 65Was regressed on the LSE (M
= 4.07, S.D. = .68). There were a total of 97 casethis analysis. The results
failed to support the hypothesis. That is, the Is8&res did not predict the practice

level undertaken.

3.5.6. Hypothesis V

Conscientiousness level of the students will affecinvolvement of students
in the program.

a) Conscientiousness level of the students willliptéevel of practice

b) Conscientiousness level of the students willipte&eompletion rate.
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In order to test the Hypothesis 5, two regressioalyges were run. In the
first analysis, conscientiousness scores of thacgaants (M = 3.68, S.D. = .64)
were used as the independent variable (1V) angtaetice level (M = 57.61, S.D.
= 65.06) as the dependent variable (DV). In theosdctest, conscientiousness
scores (M = 3.54, S.D. = .63) were again treateth@dV, and completion rate of
the program (M = 45.62, S.D. = 33.17) was entesetha DV. In the first analysis,
there were a total of 97 cases. The relationshipvden the DV and the IV was
insignificant ¢ = .139,p = .176). The variance in the DV explained by tWenas
close to 2%. In the second analysis, there werecd88s who completed at least
one activity in the training program and who hadpanded to the Big Five
Inventory. The results showed that the IV religbtgdicted the DV = .005).

It can be concluded that conscientiousness lewvadigted the completion
rate (Hypothesis 5b was supported), however, thegis no reliable relation
between the conscientiousness level and the pedetvel (Hypothesis 5a was not

supported).

3.5.7. Hypothesis VI

Completing the training program will increase theaining self-efficacy
level of the students.

In testing Hypothesis 6, the relationship betwdss ¢ompletion rate and
change in learning self-efficacy (LSE) level wasmned. There were a total of
201 cases at the beginning for the analysis. Howeane cases either missed a
pre-test score or a post-test score on the LSEramlthey were eliminated. The
analysis was conducted on 82 cases. The differecme on LSE was calculated
by subtracting before value from the after valulee Thean for the difference score
was M = .08 (S.D. = .70) while the mean for the ptetion rate was M = 60.73
(S.D. = 32.51). The regression run showed thattimepletion rate did not reliably
predict the change in the LSE scores (102,p = .360). Hence, Hypothesis 6 was
not supported.
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CHAPTER 4

DISCUSSION

4.1. Overview

In this section, first, major findings of the studse briefly overviewed and
discussed. Next, methodological limitations of gtedy are underlined. Finally,

some recommendations for future research are made.

4.2. An Overview of the Results

The findings of the study supported only some e&f lilgpotheses. The first
hypothesis, stating that online instruction wouldbrove knowledge and skills,
was largely supported. More specifically, it wasirid that the Fast Reading and
Effective Time Management modules improved thetedlaknowledge and/or
skills of the participants. These are promisinglifngs, as they represent good
reasons for development and application of furibrdine instruction programs.
However present findings do not represent compdeidence for the idea that
online instruction is effective. Alternative expédions (i.e., threats to internal
validity) need to be accounted for before safetyilaiting the observed effects to
the online training program. In other words, in #iesence of a control condition
(in the form of no training and/or more traditiomiaining programs), the observed
effects cannot be safely attributed to the onlnaéning itself. Further research is
required to compare online instruction and othadgiof instruction to show that
online instruction, not just instruction, is sucsfes Since online instruction is an
expensive way of training, it is important to kndhat it achieves the aim of
improving the knowledge and skills of the users.

The second hypothesis, which stated that the nyagieal orientation
(MGO) level would predict the undertaken practiezel, was not supported.
Similar to Brown’s (2001) findings, the relationghbetween MGO and practice

level was not directly observable. There might leep factors affecting this
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relationship, i.e., there might be interactionswesin MGO and other factors.
More specifically, as Brown (2001) suggests, therght be an interaction
between goal orientation and learning self-efficdtys possible that self-efficacy
level and mastery goal orientation level interactietermine the level of practice
undertaken. As discussed below, learning self-&tfyclevel of the students also
did not predict the practice level. Therefore, pla¢ential interaction between goal
orientation and learning self-efficacy might be tieason for the lack of support
for the relevant hypotheses. It is also possilkég, tven conscientiousness, which
alone did not predict the practice level, couldénam interactive effect with one or
both of these factors on practice level. Moreoaéthough not expected based on
the literature reviewed, there could still be otlfeetors, which have not been
investigated in this study. These factors, mamlyderators, may play a critical
role in the relationships between the outcome Wbrs and MGO (and also
between the outcome variables and learning salfeefy and conscientiousness).
Therefore, a further examination of MGO togethethwone or more of the
mentioned factors or with other likely individualffdrence factors could provide
more insight in the individual characteristics catiin determining the practice
level.

MGO did not predict the level of knowledge and Isgdins, thus, the third
hypothesis was not supported. This result is resdensince MGO did not predict
the undertaken practice level; it should not beeeigd to predict the gains as a
result of the training. There is no other practisay through which MGO may
affect or at least be connected to the level ofwkadge and skill gains. The
possible relation of MGO in predicting the knowledgkill gains was by
predicting the undertaken practice level and thesuming the relationship
between practice level and the mentioned gainspnedictive, i.e. the undertaken
practice level would predict the knowledge/skilliga However, even if the
assumption that practice level predicts the gamsrue, since MGO does not
provide a reliable way of estimating the practieeel, it is not possible to say that
MGO would predict the knowledge/skill gains. Evdmugh MGO provides
information about the willingness of the participaa learn and/or master the
learning material, MGO might not be enough to pethe gains by itself. Then, it

is possible that the aforementioned factors whiely ime interacting to determine
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the practice level, i.e., goal orientation, leagninself efficacy, and
conscientiousness, can be used together to ptedikhowledge/skill gains.

Learning self-efficacy did not predict practice éévthus leaving the fourth
hypothesis unsupported. This seems to be in colith Bouffard-Bouchard’s
(1990) findings. That study showed that student$ \wigh self-efficacy worked
more practice problems than students with low s#iéacy. Current study, on the
other hand, could not find such a difference. Th@yever, could be the result of
the low standard deviation (S = .67801) and higlam@ = 4.0722) in the LSE
scores of the students who took part in the stddye students who began the
study were already the ones who had high self-estaed thus, there was no
observable difference between low and high LSEesits] practice level. Indeed,
it could have been concluded that it was not pés$dy current study to show that
the possibility of relationship between LSE andctice level was beyond chance
level, because of the range restriction on the E8&es of the students. That is
learning self-efficacy of the participants wereggneral high and self-efficacy did
not have enough variability across participantsdevary with the practice level.
On the other hand, there was an apparent variakifibre than expected, in fact)
on the practice level variable (SD = 65.058) coragdp its mean (M = 57.61). It
seems plausible to argue that there were individifedrence variables, other than
self-efficacy, creating such variability in praditevel of the student participants.
Future research is needed 1) to examine the eftdctelf-efficacy on practice
level using both similar and different samples &pdo explore the other sources
of variability in practice level.

Hypothesis 5 was partially supported. It was fotinat conscientiousness
level of the participants predicted the completiate of the program but not the
practice level. This seems to be a reasonable m#&c&ince conscientiousness
trait leads to striving to achieve goals, it canelpected that the definition of the
“goal” would affect the outcome. In the currentdstuit could be possible that the
goal was “to complete the program,” but not “to eridke a high level of practice”
or “to maximize the gains.” This approach may bédvéor explaining current
situation, in which case, it is acceptable thatsctantiousness does not show a

predictive relationship with practice level, if teeis no explicit goal —defined
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internally by the student, or specifically, extdipay the instruction program-
regarding the target level of practice.

Zimmerman et al. (1996) claimed that training inllskrelated to learning
could lead to an increase in learning-self effic@c8E). The tests for the sixth
hypothesis of the current study, however, did noppert this claim. The
completion rate of the program was not related thange in LSE. It might be
possible that undertaking the program and comgetinbasic level of it (e.g.,
50%) has the mentioned effect on the LSE, so tHatisaship could be
categorical, not reflected in the regression amalyldowever neither a visual
inspection of the results, nor an ANOVA run, by idimg the data into two
categories at the 50% completion rate, supportieddba. The amount of variance
explained was very low (0.1 %) and the relationshgs insignificant § = .80).
Therefore, it seems reasonable to conclude thaL$te was not affected by the
completion of such a training program. This aganld be partially explained by
the lack of variability on the efficacy measure.

The results showed that most of the hypothesesrdigathe effects of
personality factors on the success of online icfsn were not supported.
Nevertheless, observing the fact that most of tivelemts who completed the
training activities or knowledge/skill tests hadgtni scores on mastery goal
orientation and learning self efficacy, it can bairoed that the proposed effects
were there, although not strong enough to be medsuht least a simple
observation could be made about the dominant cteaisiics of the people who
join and/or complete online instruction programste3e individuals tend to be
high on both mastery goal orientation and learrseff-efficacy. Therefore, it
seems plausible to claim that individuals high oastary goal orientation and
learning self-efficacy are more likely to join aod/complete online instruction
programs. Furthermore, the apparent lack of relexanf these factors in
predicting practice level or knowledge and/or sigdins might be due to the fact
that most of the data that was available was obtbirom individuals high on both
of these factors. Thus it might be the case thesdhfactors do predict practice
level and/or knowledge and/or skill gains but itswaot noticeable in the current
study due to the range restriction on the scorestodlents on these factors.

Similarly, it can be argued that these two indi@ddifference factors were also
81



relevant, even though weakly, to knowledge/skilingabecause any participant
who benefited from the program belonged to the gsowith high average scores
on both variables.

Further analysis was carried out to check the @ity of other potential
reasons for the differences between individualsoimpletion rates. In accordance
with the suggestion of the thesis jury, the numbkicompleted activities was
compared based on the students’ faculty/college lamsked on the students’
graduate school/institute. The results are showrainle 4.1 and Table 4.2 below.
As it can be clearly seen, College of Engineeriag  disproportionately high
representation in terms of the total number of deted activities. In a similar
fashion, Graduate School of Engineering had théadsgnumber of participants
among the institutes or graduate schools. Althougformatics Institute and
Marine Sciences Institute seemed to have higherageenumber of completed
activities, the number of people from those ingtisuwvere very low (two and one,
respectively). Information in both tables seemsndicate that students from
engineering area tended to be more interested dnt@rtake part in the online
instruction program developed. They also seemetlatee a higher completion
ratio compared to the students from other backgisuilthough it may need
further investigation, this finding makes sense omiine instruction involves
technical competencies and engineering students irargeneral considered

technically more apt.

Table 4.1: Number of completed activities Based amepartments

Faculty Total Number of Number of Average Number
Completed People of Completed
Activities Activities

Faculty of 64 6 10.67

Architecture

Faculty of Arts 515 28 18.39

and Sciences
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Table 4.1: Number of completed activities Based atepartments (continued)

Faculty Total Number of Number of Average Number
Completed People of Completed
Activities Activities

Faculty of 561 29 19.34

Economic and

Administrative

Sciences

Faculty of 518 25 20.72
Education

Faculty of 2286 94 24.32
Engineering

Table 4.2: Number of completed activities Based dmstitutes

Institute Total Number of Number of Peoplédverage Number of
Completed Activities Completed Activities

Social Sciences 1041 50 20.82

Engineering 2521 118 21.36

Informatics 84 2 42.00

Marine 27 1 27.00

Sciences

4.3. Limitations

There are some limitations which might have afféctiee results of the
study. First of all, due to the time limitations tife training program, some
participants took the knowledge/skill post-testiobethey completed the training
program. This may have affected the results osthdy. The skill and knowledge
gains could have been higher for the participant® weally completed the
program. It also seems that mainly participanthwirtain characteristics have
completed the program. For example, the mean nyagtal orientation (MGO)

score of the students whose information was useedstothe relationship between
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MGO and practice level was 4.12 (SD = .61) overShnilarly, learning-self
efficacy (LSE) levels of the students were alsohh{iiyy = 4.07, SD = .68).
Therefore, the results might well be affected sthscores, i.e., the results can be
specific to students whose characteristics resertide characteristics of the
students who could complete the program. Alongstmae lines, if more students
could have completed the program, all analyses dvbal/e been carried out with
more cases, possibly with a wider variance. Thisildigrobably enhance the
power of the analyses, and thus would allow fasrgjer conclusions. As a result,
the time limit, which resulted in fewer studentsmaeting the program, could
have contributed to biased results. The failurdind support for some of the
hypotheses might be related to this potential fssce most of the information
belonged to the students with relatively high MG@da LSE scores, it was
probably not possible to show the difference betwigh and low MGO or high
and low LSE participants on the outcome varialdes, as a result, the hypotheses
could not be supported. On the other hand, thetfiattmajority of the participants
who completed the program has common characterigtidn line with some
expectations of the study. It was expected thatetmeould be dropouts and one
aim of the study was to determine which charadiesiswould lead to less
dropouts. The mentioned results could be interdratea supporting argument for
certain characteristics of students as predictdrskeeping up with online
instruction.

Another shortcoming of the study is the fact thampletion rate and
knowledge/skill gains were examined simultaneousty the same sample. If
completion rate were not one of the outcome vaemldome incentives could have
been used to increase the completion rate sohbatftects of the training on the
knowledge and skills could have been investigatedenaccurately with a greater
number of students completing the training. Howeuethat case, the effects of
individual difference factors on completion ratailcbnot have been investigated.
As a result, the investigation of these two vaeabs$imultaneously on the same
sample led to less information to support hypothestated to knowledge/skill
change.

One important limitation of the study was the f#tat there was no real

control group for the analyses. Due to the low cletngn rate of the modules, the
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waiting list control and experimental groups hadéocombined to achieve needed
number of participants for the analyses. Howevbis ted to sacrificing the
comparative analyses that would have been carriad to compare the
experimental and control groups in order to safalyribute the observed
differences to the online training program. If #ewas enough number of
participants in the experimental group who complatedules at the end of the
pre-designated time, then it would have been plessibcompare the two groups
in terms of their pre- and post-test scores tordetee any significant changes
happening due to the training program. Since thvene not enough participants to
carry out these analyses, the change scores fticipants in both groups were
used to determine whether there was a significdfgrence between the pre- and
post-test scores. Although these scores gave am atbeut the effect of the
program, it would be more accurate to relate thatpe effects to the program if
there was a real control group. In that case, ilccde possible to attribute the
changes to the training program because it wouldlingous that the change
occurred only for the participants who took theguean.

Finally, it is possible that the design of the niag materials may have
contributed to the relatively high drop-out ratesetved in the training program. .
Although highest care was taken to make the programmotivating as possible, it
is still possible that it was not attractive andtivetting enough for some of the

participants.

4.4. Recommendations for Further Studies

As it was argued above interaction of mastery goi@ntation (MGO) with
other individual difference factors may have areefffon both practice level and
knowledge/skill change. Therefore, future studiesy examine the combined
effects of MGO with several other individual diféerce factors including learning
self-efficacy and conscientiousness on the outceaniables. A study examining
these combined effects could reveal predictiveticeiahips between these factors
and the mentioned outcome variables.

Another improvement over this study could be sdpfraexamining the
completion rate and the effectiveness of the tngnilTo improve the results for

effectiveness of the training, incentives for stutddo complete the program could
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be provided. This could probably increase the prtimo of the students who
complete the program, thus yielding more data.

Additionally, future studies need to include a cohtondition to be able to
effectively evaluate online instruction and atttduhe observed effects to the

tested instructional programs

4.5. Practical Implications and Recommendations for Oné Instructional

Programs

The results of this study can be used as a gegeidé¢ for online instruction
programs. First, although further verification bfist claim is needed, the results
seem to indicate that online instruction programesgenerally preferred by people
who are high on mastery goal orientation and |egrself-efficacy. Therefore,
developing the instructional program for audienwéh these characteristics could
benefit them more and thus make the training prograore effective. For
example, providing more information and supportiaaterial for mastering the
topic and including challenging learning tasks dolo¢ feasible, since these kinds
of materials would both appeal to highly mastengmted people and at the same
time would not cause a retreat from the progranhigh learning self-efficacy
would provide the necessary confidence to continue.

In addition to mastery goal orientation and leagngelf-efficacy, this study
also showed that individuals high on conscientiegsrhave a higher tendency to
complete the program. Therefore, by selecting @agnts who are relatively high
on this variable, the completion rates and thecéffeness of the training could be
increased. Based on the findings of current stiidygn be deduced that choosing
individuals high on the mentioned three personalltgracteristics (mastery goal
orientation, learning self efficacy and consciemsioess) will probably lead to a
higher completion rate.

Finally, the finding that the training program wssccessful in improving
knowledge and skills related to complex mentalsasdtows that online instruction
can be used to train people on such tasks. Mom@fgadly, online instruction can
be used to provide training for mental skills. Tissan important implication,
because it shows that online instruction can be tsealter mental schemata, and

go beyond basic repetitive learning tasks.
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4.6. Contributions to Literature

Online instruction is an area which has been reogigonsiderable interest.
It is being adopted by many governmental and peivastitutions for
accomplishing training tasks. However, the work usually not guided by
scientific principles or findings. Therefore, prdinig a basis for such practical
work is important. This study, among many otherg.(eBuckley, 2003; Butler,
2004; Carter, 2004; Doo, 2004; Fitzgerald, 2003rbidek, 2001; Johnson, 2003;
Juarez, 2003; Singh, 2002; Woods 2004), is an tetifoprovide such a scientific
basis. Therefore, one of the major contributionghefpresent study is believed to
be the recommendations made for future researdho, & is believed that future
efforts in he same direction could benefit from tinelings of this study

An additional benefit of this study in online insttional area is that it
represents an application on a Turkish samplerefbie, it provides information
that can be used to find internationally valid pioles or principles that are valid
only locally for the development of online instriact programs.

Another contribution to the literature is that thésudy examined the
individual difference characteristics of the papants instead of technical aspects
of the training. This provides insights for two gtiens: First, who will benefit
from online instruction, and, second, which chagastics of people should be
considered while developing online instruction. §@énsights can provide further
research a basis to build on for examining othedividual difference
characteristics or for investigating the combinedfeats of individual
characteristics with technical aspects.

This study also provided supportive results fordmions or expectations
from past research. First, the results showedrtfestery goal orientation (MGO)
does not predict the practice level by itself. tc@dance with Brown'’s findings,
there is no direct relation between MGO and theeua#ten practice level.
Brown’s suggestion about the interactive effeci@O and learning-self efficacy
on practice level seems reasonable to expect.

Similarly, as it was expected based on past resegéfeinstrom, 2000;

Harbeck, 2001), conscientiousness level of theviddal predicts completion rate.
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Current study supports the proposition that indigid high on conscientiousness
will be more likely to continue and finish onlinestruction.

There are also several findings which conflict wothat least do not support
past research. First, contrary to Zimmerman et's al1996) proposition,
completing the training program did not increaseldarning self-efficacy level of
the participants. Second, past research showed ntiagtery goal orientation
created better results in terms of declarative kadge (Hertenstein, 2004), and in
general it was related to increased learning (Fetrdal., 1998; Cobb, 2003;
Dupeyrat and Mariné, 2004). However, the findindgscarrent study do not
indicate a relationship between the mastery goantation level and the
improvement in knowledge and skills. Therefore,tgamlings are not supported
by the current study. As discussed earlier, thightnbe due to the range restriction
in the individual difference factor scores. Howeviemight be also necessary to
investigate any potential interaction effects, whimight have led to different
findings from the past studies.

Finally, contrary to what was expected before #tigdy, conscientiousness
levels of individuals did not predict the undertal@actice level. Although it was
reasonable to expect that conscientiousness lemaldwpredict practice level, the
findings suggest that the relationship may nottbeghtforward. As stated earlier,
there might be interactions between several indaficcharacteristics and these

interactions may be affecting the practice level.

4.7. Conclusion

This study, despite all of its shortcomings, hasvjgled insights concerning
the effectiveness of online instruction arena. #s halso contributed to the
development of scientific literature on online mstion by examining a tailor-
made online instruction program applied to a Issgmple of university students.
Even though a great majority of the students didaoonplete the program, they
provided important insights about the charactesstof participants for such
training programs. Combining all of its findingkjg study is believed to provide
some guidelines for further research as well aspfactical applications of the
knowledge in the area.

88



REFERENCES

Learning Skills Program, York University (2005)tgt/www.yorku.ca/cdc/Isp/index.htm

Muskingum College - Center for Advancement and begy (CAL) (2005).
http://www.muskingum.edu/%7Ecal/database/index.html

Wikipedia Mind Map Page (2006). Wikipedia Available
http://en.wikipedia.org/wiki/Mind_map

Allen, B. P. (1997)Personality TheorieéSecond ed.Boston: Allyn and Bacon

Alliger, G. M., Tannenbaum, S. I., Bennet, W., Teg\H., & Shotland, A. (1997). A meta
analysis of the relations among training critef@rsonnel Psychologyb0 (2)
341-358.

Armani, J., Botturi, L., Cantoni, |, Di Benedettd)., & Garzotto, F. (2004). In
Proceedings of World Conference on Educational ihdtlia, Hypermedia and
Telecommunications 20qgp. 1713-1719). Chesapeake, VA: AACE

Bandura, A. (in press). Guide for constructing -ed#licacy scalesAdolescence and
Education, Vol.4: Self-efficacy beliefs of adoledse

Bandurra, A. (1997). Self-Efficacidarvard Mental Health Letter, 13 (9)

Bell, B. S. & Kozlowski, S. W. J. (2002). Goal QOmtation and Ability: Interactive Effects
on Self-Efficacy, Performance, and Knowleddeurnal of Applied Psychology
87, 497-505.

Benet-Martinez, V. & John, O. P. (1998). Los Cité@ndes Accross Cultures and Ethnic
Groups: Multitrait Multimethod Analyses of the Bligve in Spanish and English.
Journal of Personality and Social Psychology, 789-750.

Bostock, S. (1996). Instructional Design - Roberg@é, the Conditions of Learning.
Retrieved November 27 2004 from
http://www.keele.ac.uk/depts/cs/Stephen_Bostoclsibicl. htm

Bouffard-Bouchard, T. (1990). Influence of Selfiedicy on Performance in a Cognitive
Task.Journal of Social Psychology, 1.3863-363.

Brown K.G. (2001). Using computers to deliver tragan Which employees learn and
why? Personnel Psychology, 54 (2)71-297.

Buckely, K. P. (2003). How principles of effectivaline instruction correlate with
student perceptions of their learnimjssertation Abstracts Internationg4 (06),
1952 (UMI No. AAT 3094793)

Butler, T. J. (2004). Students' learning styles @& preferences for online instructional
methods.Dissertation Abstracts Internationab5 (04), 1758 (UMI No. AAT
3130114)

Button, S. B., Mathieu, J. E., & Zajac, D. M. (200&oal orientation in organizational
research: Aconceptual and empirical foundati@mganizational Behavior and
Human Decision Processes,, @6-48.

Carter, C. (2004). Online instruction self-efficabgliefs among college students who
utilized Web-enhanced instructiddissertation Abstracts Internationag5 (04),
1329 (UMI No. AAT 3130150)

Casey, F. (1991How to Study: A Practical Guide. Basingstokdacmillan Education

Catania, A. C. (2003). B.F. Skinner's Science anth&h Behavior: Its Antecedents and
its Consequencedournal of the Experimental Analysis of Behavidy, 813-320.

89



Clark D (1995). Introduction to Instructional Syst®esign . Retrieved October 03 2004
from http://www.nwlink.com/~donclark/hrd/sat1.html.

Cobb, R. J. (2003)The Relationship between Self-Regulated LearningaBers and
Academic Performance in Web-Based Coursddnpublished Doctoral
Dissertation, Virginia Polytechnic Institute anctet University, Virginia, USA

Davis, W. D., Carson, C. M., Ammeter, A. P., & Tdeay, D. C. (2005). The Interactive
Effects of Goal Orientation and Feedback Specifian Task Performance.
Human Performance 18[4p09-426. Lawrene Erlbaum Associates Inc.

Depow, J. (2003). Open Source Software: Two LegrnManagement Systems.
International Review of Research in Open and Distarearning, 4(2)Article 24.
Retrieved November 12 2004 from
http://www.irrodl.org/index.php/irrodl/article/vieAi36/724

Dodds, P. & Thropp, S. E. (2008harable Content Object Reference Model (SCORM®)
Second Edition: OvervievRetrieved November 19 2004 from
http://www.adInet.gov/downloads/70.cfm

Dodds, P. & Thropp, S. E. (20p4&harable Content Object Reference Model (SCORM®)
Content Aggregation Model (CAM) Version 1.3.Retrieved November 19 2004
from http://www.adlnet.gov/downloads/70.cfm.

Doo, M. Y. (2004). The effects of presentation fatnfor behavior modeling of
interpersonal skills in online instructioPissertation Abstracts Internationa5
(05), 1746 (UMI No. AAT 3134013).

Driscoll, M. (2002).Web Based Training: creating e-learning experien@msl ed.) San
Francisco: Jossey-Bass/Pfeiffer

Dupeyrat, C. & Mariné, C. (2004). Implicit theorie$ intelligence, goal orientation,
cognitive orientation, and achievement: A Test afdok's model with returning to
school adultsContemporary Educational Psychology, 33-59.

Dweck, C. S. (1986). Motivational Processes AffagtiearningAmerican Psychologist,
41, 1040-1048.

Elliott, E. S. & Dweck, C. S. (1988). Goals: An Appch to Motivation and
AchievementJournal of Personality and Social Psychology, 54.2.

Ergin, C. (1992). Doktor ve Hegmelerde Tukenmgiik ve Maslach Tukennglik
Olgeginin Uyarlanmasi. InVIl.Ulusal Psikoloji Kongresi Bilimsel Caimalari
Hacettepe Universitesi: VII. Ulusal Psikoloji Komgi Diizenleme Kurulu ve Tirk
Psikologlar Derngi Yayini.

Feldman, R. S. (2003R.0.W.E.R. Learning: Strategies for Success inggelland Life
N.Y: McGraw-Hill

Fisher, S. L. & Ford, J. K. (1998). Differential fe€ts of Learner Effort and Goal
Orientation on Two Learning Outcomé&ersonnel Psychology 51[2B97-420.

Fitzgerald, C. T. (2003). Self-directed and colla@iwe online learning: Learning style
and performanceDissertation Abstracts Internationag4 (05), 1612 (UMI No.
AAT 3090404).

Ford, J. K., Smith, E. M., Weissbein, D. A., Gul§, M., & Salas, E. (1998). Relationship
of Goal Orientation, Metacognitive activity, andaBlice Strategies with Learning
Outcomes and Transfelournal of Applied Psychology, 8218-233.

Frank, S. D. (2003)The Evelyn Wood Seven-Day Speed Reading and Lgdnagram
Barnes & Noble Books

Furnham, A. (1997). Personality and Individual Bré#nces. InPersonality and
Individual Differencegpp. 142-203). Hove East Sussex: Taylor and Fsanci

90



Goldberg, L. R. (1990). An "Alternative Descriptioof Personality: The Big-Five Factor
StructureJournal of Personality and Social Psychology, $8216-1229.

Goldberg, L. R. (2005). A broad-bandwidth, publionthin, personality inventory
measuring the lower-level facets of several fivetda models. Personality
Psychology in Europe,, 7-28.

Goldstein, I. L. (1993). A Variety of Instructiondlechniques. In F.J.Landy (Ed.),
Training in Organizations: Needs Assessment, Dgvetnt, and Evaluation (3rd
ed., pp. 225-272).

Govindasamy, T. (2002). Successful Implementatidn eelLearning: Pedagogical
Considerationdnternet and Higher Education, 4 (3-887-299.

Grant, R. K. & Spencer, R. E. (2003). The PersardliSystem of Instruction: Review
and Applications to Distance Educatidmternational Review of Research in Open
and Distance Learning, 4 (2)Article 8. Retrieved October 02 2004 from
http://www.irrodl.org/index.php/irrodl/article/vieA/52/705

Hafsteinsson, L. G. (200ZJhe Interacting Effect of Self-efficacy and Perfante Goal
Orientation on Goal Setting and Performance: Theifd\ee Side of Performance
Goal Orientation Unpublished master’s thesis, Virginia Polytechimstitute and
State University, Virginia, USA.

Harbeck, J. D. (2001 ommunity College Students Taking On-Line CourBle:Student
Point-of-View . Unpublished doctoral dissertation, Faculty ok tVirginia
Polytechnic Institute and State University, VirginUSA.

Heinich, R., Molenda, M., Russell, J. D., & Smalirs. E. (2001)Instructional Media
and Technologies for Learningearson Education.

Heinstrom, J. (2006). The impact of personality ampproaches to learning on
information behaviournformation Research 5[3Raper 78. Retrieved September
05, 2006 from http://informationr.net/ir/5-3/pap8ritml.

Hertenstein, E. J. (2001). Goal Orientation andcfitta Conditions as Predictors of
Training ResultsHuman Resource Development Quarterly, 423-419.

Johnson, E. S. (2003). Factors influencing comgheéind non-completion in community
college online course®issertation Abstracts Internationag4 (03), 771 (UMI
No. AAT 3086090).

Jonassen, D. H. (1994). Thinking Technology: Towar@onstructivist Design Model.
Educational Technology, 34(434-37.

Juarez, A. M. M. (2003). Student Success in thenerClassroomDissertation Abstracts
International,64 (06), 1997 (UMI No. AAT 3093817).

Latham, G. P. & Dosset, D. L. (1978). Designing dmntive Plans for Unionized
Employees: A Comparison of Continuous and VariaBi#io Reinforcement
Schedules Personnel Psychology, 31(#7-61.

Maschke, K. L. (1999). Cognitivism. Retrieved Nouwmsmen 21, 2004 from
http://www2.gsu.edu/~mstswh/courses/it7000/papergfage9.htm.

Maschke, K. L. (1999). Robert Gagné's Instructiossign Approach. Retrieved
November 21, 2004 from
http://www.nc.gsu.edu/~mstswh/courses/it7000/pdpsyert.htm.

McDonald, J. K., Yanchar, S. C., & Osguthorpe, R. (ih press). Learning from
Programmed Instruction: Examining Implications f&iodern Instructional
Technolgy.Educational Technology Research and Development

Mergel, B. (1998). Instructional Design and Leagnirheory. Retrieved October 03, 2004
from http://www.usask.ca/education/coursework/8@gps/mergel/mergel.PDF

91



Merrill, M. D. (2000).First Principles of InstructionPaper presented at the international
conference of the Association for Educational Comizations and Technology
(AECT), Denver, 2000 .

Merril, M. D. (2004). 5 Star Training. Retrieved ctOber 03, 2004 from
http://www.id2.usu.edu/5Star/5starins.ram.

Neath, I. (1998)Human Memory: An Introduction to Research, Dataj aheory Pacific
Grove, CA: Brooks/Cole

Nevin, J. A. (1999). Analyzing Thorndike's Law offétt: The question of Stimulus
Response-Bondgournal of the Experimental Analysis of Behavik#,447-450.

Pervin, L. A. (1993)Personality Theory and Research. (Sixth editidédgw York: John
Wiley & Sons

Schunk, D. H. & Zimmerman, B. J. (1997). Social gdhv¢ of Self-Regulatory
CompetenceEducational Psychologist, 3295-208.

Simons, T (2005). The multimedia paradox. Presimist 18 (9), 29

Singh, H. (2002).Developing an e-learning Model for an Industrial tErprise
Unpublished master’s thesis, North Carolina Statevérsity, North Carolina,
USA.

Skinner, B. F. (1974)About BehaviorismiNew York: Alfred A. Knopf

Sosteric, M. & Hesemeier, S. (2002). When is a hea Object not an Object: A first
step towards a theory of learning objectsiternational Review of Research in
Open and Distance Learning, 3(2ticle 7. Retrieved October 02, 2004 from
http://www.irrodl.org/index.php/irrodl/article/vieAi06/557

Sumer, N., Lajunen, T., & Ozkan, T. (in press). Bige Personality Traits as the Distal
Predictors of Road Accident Involvement. In Traffind Transport Psychology:
Theory and Application

Tsang-Kosma, W. (1999). The Work of Robert Gagregt Bf the Instructional Design
Theory. Retrieved November 21, 2004 from
http://www.nc.gsu.edu/~mstswh/courses/it7000/pdpevgrage21.htm

Van Merriénboer, J. J. G., Clark, R. E., & De Cigokl. B. M. (2002). Blueprints for
complex learning: The 4C/ID-modeEducational Technology, Research and
Development, 5(B9-64.

Waldman, J. (1972Reading with Speed and Confidendew York: Randomhouse

Wiley II, D. A. (2000).Learning Objects Design and Sequencing Thebypublished
doctoral dissertation Brigham Young University, hit& SA.

Woods, G. C. (2004). Student perceptions of Weledaschnologies, principles of good
practice, and multiple intelligenceBissertation Abstracts Internationab5 (03),
904 (UMI No. AAT 3127098).

Zhang, L. (2003). Does the big five predict leaghiapproaches®Personality and
Individual Differences 341431-1446.

Zimmerman, B. J., Bonner, S., & Kovach, R. (199Beveloping Self-Regulated
Learners:Beyond Achievement to Self-efficayashington, DC : American
Psychological Association

92



APPENDICES

Appendix A: Departmental Distributions of Students

Table A.1: Departmental Distributions of Students

Dept. Code  Department Number of Students
120 Architecture 7
121 City and Regional Planning 4
125 Industrial Design 2
219 Molecular Biology & Genetics 10
230 Physics 8
232 Sociology 7
233 Psychology 7
234 Chemistry 11
236 Mathematics 22
238 Biology 12
240 History 2
241 Philosophy 6
246 Statistics 8
310 Political Science & Public Adm. 21
311 Economics 22
312 Business Administration 23
314 International Relations 12
315 Global and International Affairs 1
356 Electrical-Electronics Engineering 43
359 English Preparatory School 1
411 Early Childhood Education 7
412 Elementary Science Education 4
413 Elementary Mathematics Educ. 3
420 Secondary Science &Math. Education 9
421 Physics Education 5
422 Chemistry Education 2
430 Computer Educ. And Inst. Tech. 18
445 Science Education 3
450 English Language Teaching 3
453 Physical Education & Sports 1
454 Educational Sciences 5
458 Mathematics Education 1
560 Environmental Engineering 11
561 Engineering Sciences 3
562 Civil Engineering 20
563 Chemical Engineering 30
564 Geological Engineering 8
565 Mining Engineering 13
566 Petroleum & Nat. Gas Engineering 12
568 Industrial Engineering 21

Table A.1: Departmental Distributions of Students ¢ontinued)
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Dept. Code

Department

Number of Students

569

Mechanical Engineering

33

570 Metallurgical & Materials Eng. 15

571 Computer Engineering 22

572 Aerospace Engineering 8

573 Food Engineering 22

601 Basic English 2

801 History of Architecture 2

811 Urban P.P. &Local Gov. 3

820 English Lang. Teaching 3

830 Indus. & Org. Psy. 1

831 Science & Technology Policy S 1

832 Middle East Studies 2

833 European Studies 2

834 Human Resource Dev. In Educ. 1

835 Eurasian Studies 1

856 Restoration 3

861 Biotechnology 8

862 Polymer Sci. & Tech. 1

863 Archeometry 1

865 Geodetic & Geographic Inf. Tec 2

866 Engineering Management 2

901 Information Systems 2

904 Informatics Online 1

906 Medical Informatics 1

951 Phys. Oceanography 1
45440 Teaching Certificate 10
45441 Teaching Certificate 2

45443  Teaching Certificate 8
TOTAL 568
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Appendix B: Years in the Program

Table B.1: Years in the Program

Years in the Program Number of Students

1 205
2 118
3 115
4 105
5 20
6 4
8 1

TOTAL 568

The table shows the number of years the studerdgeat in his/her current

degree program at the current degree level (eagtars’ degree).
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Appendix C: Learning Self-efficacy Scale (First Vesion)

Ogrenme Olcgi

Asagidaki maddelerde, genmeyle ilgili gbér§ ve diuncelere vyer
verilmektedir. Her bir maddede ifade edilen gowé diglincelerin sizin i¢in ne
kadar gecerli oldgunu sunulan 100 basamakli dicekullanarak belirtiniz.
Maddelerden bazilarinda geceihinsel becerilerifadesi, problem ¢ézme, hafiza
kullanimi (hatirlama) gibi gefiirilebilir zihinsel becerilere karlik gelmektedir.
Katiliminiz ve igten cevaplariniz icgimdiden tgekkir ederiz.

0 10 20 30 40 50 60 70 80 90 100
Kesinlikle Orta dereced Kesinlikle
katilmiyorum katiliyorum katililyorum

1. Zihinsel becerilerimi gejtirmeye donuk bir gtim programinda
ogretilen teknikleri @renebilirim.

2. Bir egitim programinin internet Uzerinden sunulmasi, ogpamda
Ogretilenleri Grenmemi zorlgtirir.

3. Eger yeterince cajirsam, bir @itim programindaki en zor
alistirmalari bile yapabilirim.

4. GuUnluk hayatta kullanabilegen becerilerle ilgili bir gitim
programinda gretilenleri, kendi bgima calgsarak, uygulayacak
kadar iyi @renebilirim.

5. Bir egitimin sinifta dgil de bilgisayar bginda olmasi, o @timde
sunulanlari grenmemi zorlstirir.

6. Zihinsel becerilerimi geftirmeye donik bir gtim programinda
Ogretilenler ne kadar zor olursa olsun, yeterinceisgahm
ogrenebilirim.

7. AKktif olarak bana gitim verecek ve ¢cajmalarimi denetleyecek bir
kisi olmadan da bir @tim programinda sunulanlarggenebilirim.

8. Yeniseyleri kolay @renirim.
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9. Internet Uzerinden verilen birgéimde de sinifta verilen gtim

kadar iyi @&renebilirim.

10.Ne kadar zor olursa olsun, zihinsel becerilerimi giemeye donuk
bir egitim programini tamamlayabilirim.

11.Ne kadar cafirsam cakayim, bir konuyu kendi kendime
Ogrenemem.

12.Zihinsel becerilerimi kendi kendime uygulaygoa bir esitim
programiyla gelitiremem.

13.Konu ne olursa olsun, yeterince sabam herhangi bir gtimde
ogretilenleri @renebilirim.

14.Internet Uzerinden verilen birg@imde, ilerlememi denetleyecek
kimse olmamasi daha agrénmeme yol acar.

15.Zihinsel becerilerimi bilgisayar kmda verilen bir gitimle

gelistirebilirim.
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Appendix D: Learning Self-efficacy Scale (Final Vesion)

Ogrenme Olcgi

Buradaki maddelerde, géenmeyle ilgili gorg ve digluncelere vyer
verilmektedir. Her bir maddede ifade edilen gowé diglincelerin sizin igin ne
kadar gecerli oldgunu sunulan 5 basamakll 6f¢e kullanarak belirtiniz.
Maddelerden bazilarinda gecen zihinsel beceribe$i, problem ¢6zme, hafiza
kullanimi (hatirlama) gibi gefiirilebilir zihinsel becerilere karlik gelmektedir.
Bu anket toplam 15 maddeden ghaktadir.

(=]
= 3
> S E £
L O = o S
X > 05 X S
c E = 2
D = 8= D =
L © = @© L @©
XY XY O ¥ XY ¥
1 2 3 4 5

1) Zihinsel becerilerimi  gejtirmeye
donuk bir gitim  programinda

ogretilen teknikleri @renebilirim.

2) Bir egitim programinin internet
Uzerinden sunulmasi, o programda

Ogretilenleri &renmemi zorlgtirir.

3) Eger yeterince cairsam, bir @itim
programindaki en zor atirmalari bile

yapabilirim.

4) Gunlik hayatta kullanabilegen
becerilerle ilgili bir gitim
programinda  gretilenleri, kendi
basima calgsarak, uygulayacak kadar

iyi 6grenebilirim.

5) Bir egitimin sinifta degil de bilgisayar
basinda olmasi, o @timde sunulanlar

O0grenmemi zorlgtirir.
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= Kesinlikle

Katiimiyorum

W Orta Dereced

Katiliyorum

o1 Kesinlikle

Katiliyorum

6) Zihinsel becerilerimi  gejtirmeye
donuk bir gitim  programinda
Ogretilenler ne kadar zor olursa olsun,

yeterince calirsam @renebilirim.

7) Aktif olarak bana gitim verecek ve
calismalarimi  denetleyecek bir gki
olmadan da bir @tim programinda

sunulanlari grenebilirim.

8) Yeniseyleri kolay @renirim.

9) Internet Uzerinden verilen biggimde
de sinifta verilen @tim kadar iyi

ogrenebilirim.

10)Ne kadar zor olursa olsun, zihinsel
becerilerimi gektirmeye donuk bir

egitim programini tamamlayabilirim.

11)Ne kadar cagirsam cakayim, bir

konuyu kendi kendimegienemem.

12)Zihinsel becerilerimi kendi kendime
uygulayacgim bir ezitim programiyla
gelistiremem.

13)Konu ne olursa olsun, yeterince
calisirsam herhangi bir gtimde

Ogretilenleri @renebilirim.

14)Internet  Uzerinden  verilen  bir
egitimde, ilerlememi denetleyecek

kimse olmamasi daha azrénmeme

yol acar.
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= Kesinlikle

Katiimiyorum

W Orta Dereced

Katiliyorum

o1 Kesinlikle

Katiliyorum

15)Zihinsel becerilerimi

bainda  verilen bir

gelistirebilirim.

bilgisayar

gitimle
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Appendix E: Goal-Orientation Scale (First Version)

Derslere Dontik Tercihler Olgg

Asagidaki maddelerde, dersler ve sinavlarla ilgili bagirislere yer
verilmektedir. Bu maddelerde belirtilen gérive dilncelere ne kadar

katildiginizi, sunulan 7 basamakli 6fgéullanarak belirtiniz.

1 2 3 4 5 6 7
Kesinlikle Orta derecede Kesinlikle
katilmiyorum katililyorum katillyorum

1. Basarisiz oldgum derslere calmaktansa hgrili oldusum
derslere ¢ca$mayi tercih ederim.

2. Bir derste en mutlu oldium zaman, hata yapmayg&oai bildigim
isleri yaptgim zamandir.

3. Yapmay! en ¢ok sevgim seyler, en iyi yapgiim seylerdir.

4. Bagkalarinin, sinavlarda ne kadar saal olabilecgime dair
gorisleri benim icin dGnemldegildir .

5. Bir seyi hi¢c hata yapmadan tamamigdnda kendimi oldukca
akilli hissederim.

6. Secmeli bir dersi almadan 6nce o derstgabh olabilecgimden
emin olmak isterim.

7. Gecmite bgarili oldysum tirde 6devler yapmayi severim.

8. Bir seyi ¢cazu insandan daha iyi yapabiggin zaman kendimi akilli

hissederim.
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Appendix F: Goal-Orientation Scale (Final Version)

Derslere Dontik Tercihler Olgg

Buradaki maddelerde, dersler ve sinavlarla ilgizib goriglere yer
verilmektedir. Bu maddelerde belirtilen gérive diuncelere ne kadar
katildiginizi, sunulan 5 basamakl 6fgeullanarak belirtiniz. Bu anket toplam 18
maddeden okmaktadir.

Katiimiyorum
W Orta Dereced

Katiliyorum

Katiliyorum

o1 Kesinlikle

©| ¥ Kesinlikle

1) Secmeli bir dersi almadan 6nce
derste bgarili olabilecgimden emin

olmak isterim.

2) Basarisiz oldgum derslerg
calismaktansa  bgarih oldysum
derslere ¢agmayi tercih ederim.

3) Yapmay! en ¢ok sevgim seyler, en

iyi yaptigim seylerdir.

4) Benim icin, yeni beceriler

kazanabilme firsati dnemlidir.

5) En iyi performansimi, zor gorevlerle

ugrasirken ortaya koyarim.

6) Zor bir 6devi tamamlayamazsam, bir
sonraki benzer Odevde daha fagzla

calisirim.

7) Gecmite baarih  oldygum tlirde
Odevler yapmay! severim.

tamamladgimda kendimi  oldukg¢

8) Bir seyi hic hata yapmadln
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= Kesinlikle

Katiimiyorum

W Orta Dereced

Katiliyorum

o1 Kesinlikle

Katiliyorum

akilli hissederim.

9) Gecmiteki performansimdan dal

iyisini yapmak icin cok cagirim.

a

10)Yuksek not aldiim surece, bir derste

yeni seyleri @renip @&renmemek

benim icin o kadar 6nemli gedir.

11)Bir sorunu c¢b6zmeye calrken
zorlanirsam, c¢o6zime ui@ak igin
desisik  yaklasimlari  denemekte

hoslanirim.

—

12)Beni yeniseyler Grenmeye iten 0de

ve projeler yapmayi tercih ederim.

<

13)Beni zorlayan dlerle usrasmaktan

keyif alirnm.

14)Secmeli ders tercihi yaparken, yeni
seyler  @renebilecgim  derslere
oncelik veririm.

15)Yeni bir seyler @renebilme firsat
benim igin dnemlidir.

16)Bir derste en mutlu oldium zaman
hata yapmayagmi bildigim isleri
yaptgim zamandir.

17)Baskalarinin, sinavlarda ne kadar

basarili olabilecgime dair gorgleri

benim icin dnemli dgldir.
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= Kesinlikle

Katiimiyorum

W Orta Dereced

Katiliyorum

o1 Kesinlikle

Katiliyorum

18)Bir seyi c¢qgu insandan daha iy

yapabildgim zaman kendimi

hissederim.

akill
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Appendix G: BFI (First Version)

BFI

Asagida kkileri tanimlamakta kullanilabilecek bir takim sléat ya da
Ozellikler yer almaktadir. Her bir 6zddin sizi ne oranda tanimlagini, sunulan 5-
basamakli 6lgg kullanarak belirtiniz. Orngin, bakalari ile zaman gecirmekten
kesinlikle hglanan birisi oldgunuzu dginiyorsaniz, Tamamen katiliyorund

karsilik gelen 5 rakamini o0 madeniningoada sunulan btuga yaziniz.

1 = Hig¢ katilmiyorum 4 = Oldukga fazla katiliyorum

2 = Biraz katilmiyorum 5 = Kesinlikle katiliyorum

3 = Orta derecede katiliyorum

Kendimi ........ biri olarak goriyorum
~ 1. Konuwkan ___23. Tembel olma giéminde
— olan
_ 2. Bgkalarinda hata arayan 24. Duygusal olarak dengeli,

kolayca keyfi kagmayan
~ 3.1sini tam yapan 25. Kesfeden, icat eden

4. Bunalimli, melankolik 26. Atilgan bir kgili ge sahip

~ 5. Orijinal, yeni gorgler ortaya 27. S@uk ve mesafeli olabilen

. koyan
~ 6. Ketum/vakur ___28. Gorevi tamamlanincaya
_ kadar sebat edebilen
7. Yardimsever ve cikarc____ 29. Dakikasi dakikasina
olmayan uymayan

~ 8. Biraz umursamaz

~ 9. Rahat, stresle kolay paden

- 10. Cok degisik konulart merak
eden

~11. Enerji dolu

~ 12. Bakalariyla surekli didien

~13. Gavenilir bir cakan
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30. Sanata ve estetik ghxlere
onem veren

31. Bazen utangag, cekingen
olan

32. Hemen hemen herkese kar
saygil ve nazik olan

33.1sleri verimli yapan

34. Gergin ortamlarda sakin
kalabilen

35. Rutin gleri yapmay! tercih
eden



14,
_ 15.
_ 16.
17.
_18.
~10.
~ 20.
21

22,

Gergin olabilen
Maharetli, derin diiinen
Heyecan yaratabilen
Affedici bir yapiya sahip
Dainik olma giliminde
Cok endielenen

Hayal guiclu yuksek

Sessiz bir yapida

Genellikle  bgkalarina
guvenen
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36. Sosyal, ghen

37. Bazen galarina kaba
davranabilen
38. Planlar yapan velabu
takip eden
39. Kolayca diaen

40. Dguinmeyi seven, fikirler
gelistirebilen
41. Sanata ilgisi cok az olan

42. dRalariyla gbirli gi
yapmay! seven
43. Kolaylikla dikkatgitan

44. Sanat, miuzik ve edebiyatta
cok bilgili



Appendix H: BFI (Final Version)

BFI

Buradaki maddelerde dileri tanimlamakta kullanilabilecek bir takim sléat
ya da oOzellikler yer almaktadir. Her bir 6zgifi sizi ne oranda tanimlagni,
sunulan 5 basamakh olgiekullanarak belirtiniz. Bu anket toplam 44 maddede

olusmaktadir.

(=)
= 3
= S E =
L9 A2 L3
< = ] < o
€ E =) €=
N = 8= N =
v © £ T v ©
Y Y O X Y Y
1 2 3 4 5

1. Konuyskan

2. Bakalarinda hata arayan

3. Isini tam yapan

4. Bunalimli, melankolik

5. Orijinal, yeni gorgler ortaya koyan

6. Ketum

7. Yardimsever ve ¢ikarci olmayan

8. Biraz umursamaz

9. Rahat, stresle kolay paden

10. Cok dgisik konulari merak eden

11. Enerji dolu

12. Bakalariyla surekli didien

13. Guvenilir bir cakan

14. Gergin olabilen

15. Maharetli, derin diiinen

16. Heyecan yaratabilen

17. Affedici bir yapiya sahip

18. Dainik olma giliminde
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= Kesinlikle

Katiimiyorum

W Orta Dereced

Katiliyorum

o1 Kesinlikle

Katiliyorum

19. Cok endielenen

20. Hayal guct yuksek

21. Sessiz bir yapida

22. Genellikle bgkalarina glivenen

23. Tembel olmag@liminde olan

24. Duygusal olarak dengeli, kolay
keyfi kagmayan

25. Kesfeden, icat eden

26. Atilgan bir ksili ge sahip

27. Sguk ve mesafeli olabilen

28. Gorevi tamamlanincaya kadar se
edebilen

bat

29. Dakikas! dakikasina uymayan

30. Sanata ve estetik gixlere 6nem vere

31. Bazen utangag, ¢ekingen olan

32. Hemen hemen herkese stagaygili ve
nazik olan

33.1sleri verimli yapan

34. Gergin ortamlarda sakin kalabilen

35. Rutin gleri yapmay! tercih eden

36. Sosyal, gigken

37. Bazen hgalarina kaba davranabilen

38. Planlar yapan ve bunlari takip eden

39. Kolayca sinirlenen

40. DGunmeyi seven, fikirle

gelistirebilen

41. Sanata ilgisi ¢cok az olan

42. Bakalariyla gbirligi yapmayi seven

43. Kolaylikla dikkati dgilan
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winJoAijiey
aPljuIsaM

wnJoAljiey
Dadaleg BUO

wnioAiwjiey
apfljuIsay

44. Sanat, mizik ve edebiyatta ¢ok bilgili
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Appendix I: Effective Time Management Test — 1
Zaman Yonetimiyldlgili Bilgi Diizeyiniz

Bu testin amaci, zaman yonetimiyle ilgili olarakk anda ne dizeyde bilgili
oldugunuzu belirlemenize yardim etmektir.

Asagida ifadelerin dgru ya da yanb olduklarini, yanlarindaki ilgili daireyi
isaretleyerek belirtiniz.

Dogru  Yanlis

1 Zaman kaybi telafi edilebilir. C £

2 Insan cevresini isteglidiizeyde kontrol edemez. L E

3 Yasamin bircok alaninda, gosterilen cabalarla eldéeﬂd'Ej '
sonugclar birbiriyle dgru orantili dgildir.

4 Blyuk bir i bir batiin olarak ele almak, byi ibitirmeyi r [
kolaylastirir.

5 Etkili olmakla verimli olmak ayngeydir. C £
Final devresi gibi ygun zamanlarda, zaten yapilacalei

6 belli oldugu icin planlamayla vakit kaybetmeye gerelZ C
yoktur.

5 Kisa vadeli ve orta vadeli hedefleri belirlerkeapun vadeli r [
hedeflerden yola ¢ikmak gerekir.

8 Acil olan tum gleri, acil olmayan glerden 6nce yapmakEj '
kriz yasanmasini onler.
Zaman yonetiminde Barili olmak icin, kendi zamaninir,

9 5 , C £
sorumluligunu almak gerekir.

10 Yapilacak glerin listesi cikartildiktan sonra listedelgiari [ 0

oncelik sirasina koymak gerekir.

11. Etkili zaman yonetimi icin sagidakilerden hangilerikesinlikle gereklidir
(dogru cevaplarin yanindaki kutulagarretleyiniz):
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-

Metodik bir yaklgim gostermek.
2 Sonuclara 20% oraninda katkida bulunaterin 80%'lik bélumini mutlaka
yapmak.
-

Yapilacaklar listenizdeki tingleri yapmaya zaman ayirmak.

12. Hedeflerin gergee donigturulebilmesi igin:

belirgin

kolay

Olcilebilir

eyleme donuk
kisa vadeli
gercekci

Zor

[ A D R R NN R B

zamana b

olmalari gereklidir. (dgru olanlarin yanindaki kutulararetleyiniz.)

13. Asagidakilerden hangileri, zaman yonetiminde sikca Igapi yanls
uygulamalardandir? (seginiz cevaplarin yanindaki kutulagaretleyiniz)

= Yapilacak slerin oncelik sirasini belirlememek
L Planlamaya Zaman ayirmak
" Planlar airi yuklemek
" Planlar yazili olarak yapmak
2 Beklenmeyen seylere Zzaman ayirmak
=

Isler arasinda gerekli zamani birakmamak

Gonder
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Appendix J: Effective Time Management Test — 2
Zaman Yonetimiyldlgili Durumunuz

Bu anketin amaci, zaman yonetimiyle ilgili olakakanda ne durumda olgunuzu
belirlemenize yardim etmektir.

Asagidaki cumlelerin sizi ne kadar ifade @ttii, sunulan 0l¢g kullanarak
belirtiniz.

Kesinlikle Dn8 e Kesinlikle
Katilmiyorum (2) (4) Katihyorum
(1) Katiliyorum (5)
(3)
1 Odevlerimi,
raporlarimi ve
projelerimi
zamaninda C e - B
yetistirmekte
siklikla sorun
yaslyorum.
2 Zamanimin nereye
gittigini e e - B
anlamiyorum.
3 Yasamda ne
istedigimi  belirten [2 C B B
hedeflerim var
4 Bu hedeflerimi
yazili olarak ifade [2 e - B
ettim.
5 Bu hedeflerimi sik
sik gbzden [2 e - B

geciriyorum.

6 Sikici ya da c¢ok
zor olan §leri sik [3 e - C
sik erteliyorum.

7 Yapmayl cok
isteyip de yapmaya
bir tarlt  zaman S S L SRS
bulamadgm en az
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Orta

Kesinlikle Derecede Kesinlikle
Katilmiyorum (2) Katiliyorum (4) Katihyorum
(1) @) (5)

bir sey var.

8 Zamanimin nasill
gececgine  ben [ C e L
karar veriyorum.

Bazen, sleri

gerektginden daha

iyi yapmak icin [3 e - B
zaman

kaybediyorum.

Gonder
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Appendix K: Sample Text and Questions
The Text:

Benim Basima Gelecgini Hig DU sinmemigtim

Elva'yl bekleme odamda kaladim ve birlikte ofisime kadar olan kisa
mesafeyi yurudik. Bigey olmutu. Bugun farkhydi Elva, ylriwil zahmetili,
cesareti kirik, stingusu gliktii. Son birkag¢ haftadir adimlarina bir canhlétrgisti
ama bugun yine, ilk kez sekiz ay dnceskastigim umutsuz, ayaklarini striyen
kadina benziyordu. O zamanki ilk sozlerini animsuyo: "Galiba yardima
ihtiyacim var. Hayat yamaya dger gérinmuyor. Kocam 06leli bir yil oldu ama
henlz higbigey daha iyiye gitmiyor. Belki de ben yav@sreniyorum."

Ama Elva hic de yawa 6grenen biri cikmamngti. Terapi fevkalade iyi
ilerlemisti - belki de fazla kolay yurtuyordu. Onu béyle deten ne olabilirdi?

Elva otururken igini ¢cekip s6ze fadi, "Bunun benim bama gelecgini hig
disinmemgtim."

Soyulmuytu. Anlatsindan, siradan bir canta carptirma vakasi gibi
gorandyordu. Hirsiz kikusuz onu bir Monterey sahil restoraninda goéziine
kestirmg ve hepsi ygli dullar olan t¢ arkada adina nakit olarak hesabi 6d&di
gormisti. Sonra park yerine kadar onu izlgnwe ayak sesleri dalgalarin
kukreyisinde b@ularak kgmaya balamis, hi¢ duralamadan cantayi cekip ajme
yakindaki arabasina atlayivegtni

Elva, sismis bacaklarina kam yel yepelek restorana donup yardim istmi
ama tabii artik ¢cok gecti. Birka¢ saat sonra pefisyol kenarinda bir caliya
takilmis sallanan bgcantasini bulmylardi.

Uc yuiz dolar Elva igin onemli bir paraydi ve birkgign kafasi hep onunla
mesgul olmwtu. O kaygi giderek buhagiais ve ardinda aci bir tortu birakgti—
"Bunun benim bgima gelecgini hi¢ disinmemgtim” cimlesiyle ifade edilen bir
tortu. Cantasi ve U¢ yuz dolariyla birlikte, Elva'rbir yanilsamasi da carpilip
goturdlmita - 6zel bir insan oldtu yanilsamasi. Her zaman ayricalikli bir
cevrede, siradan insanlara musallat olan glakiardan, sevimsiz zahmetlerden
uzak yaamsti. Siradan insanlar, boyali basinin ve haber Yyaymn strekli

soyulan ya da sakatlanan kivil kivil kitleleriydi.
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Soygun herseyi dezistirmisti. Yasamindaki rahatlik, sicakhk, yursaklik
cekip gitmgti; guvenligi kalmamsti. Evi her zaman minderleri, bahceleri,
yorganlari ve kalin halilariyla onu gardi. Simdi ise her yerde kilitler, kapilar,
hirsiz alarmlari ve telefonlar gériyordu. K@pe her sabah altida yUriysi
cikarirdl. Ama artik sabahin sesgizide bir tehdit seziyordu. Kégg/le birlikte
durup tehlikeye kulak kabartiyorlardi.

Bunlarin hicbiri kayda deer seyler deildi. Elva bir travma gecirmti ve
simdi olagan travma-sonrasi stresinisygordu. Bir kazadan ya da saldiridan sonra
cogu insan kendini guvenlikte hissetmez, irkilmggealcalir ve airi tetikte olur.
Zamanla olayin anisismir ve kurbanlar yavayava eski gliven duygularini
kazanirlar.

Ne var ki Elva i¢in bu basit bir saldirinin 6tesydi. Dlnya gorgtinde bir
catlak olymustu. Sik sik, "Bir insanin gozleri, kulaklar ve la&z1 oldusu sirece
onun arkadgligini kazanabilirim," derdi. Ama artik boyle glili. lyili ge, kisisel
yaralanmazfiina olan inancini yitirngti. Kendini soyulmy, siradan, korunmasiz
hissediyordu. O soygunun gercek etkisi, yanilsamgb@aramparca etmek ve
kocasinin 6lumini gaddarcagdolamak olmugtu.

Elbette Albert'in 6lmé oldusunu biliyordu. Olmiti ve bir buguk yili gkin
bir stiredir mezarindaydi. Elva dullarin ggtiollardan usuliince gecagti: kanser
teshisi; o berbat, girticu, oyalayici kemoterapi; Carmel'i birlikte soigaretleri;
El Camino Real'den son geleri; evdeki hastane yaig cenaze; olgan
yazgmalar; surekli azalan yemek davetleri; dullar kuijilmzun, yalniz geceler.
Eksiksiz bir 6lim felaketi.

Yine de, tum bunlara k@n, Elva Albert'in variginin ve buna b#i olarak
kendi guvenkginin ve 06zellginin sirdil duygusunu korumgtu. "Mis gibi”
yasamaya devam etgti, dinya guvenliymyi gibi, Albert orada, arkada garajin
bitisigindeki atdlyedeymnsi gibi.

Dikkat edin, gafletten s6z etmiyorum. Mantik durel@ Elva Albert'in
oldigina biliyordu, ama aftigi gunlik ygamini, aciyr uysturan ve durumu
bilenlerin dik bakglarini yumatan bir hayal perdesi ardindasyerdu. Kirk yili
askin bir stire 6nce yamla, kesin kayrna ve kaullari zamanla @nmis ama temel

niteligi acik olan bir sbzlgne yapmyti: Albert sonsuza dek Elva'ya kol kanat
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gerecekti. Elva tim farazi dinyasini bu bilingdinermenin Gzerine kurrgu -
iyi kalpli bir babanin kanatlari altinda guven dbiu dinya.

Albert bir tamirciydi. Cati tamircisi, otomobil tamisi, elinden herg gelen
bir isci, bir muteahhit; hereyi tamir edebilirdi 0. Bir gazete ya da dergide
fotografini gortp ilgilendsi bir mobilya veya aletin aynisini atblyesinde yaya
girisirdi. Bense bir atélyede her zaman umutsuzca Hegeriolmy biri olarak
blyulenmg gibi dinliyordum. Kirk bir yil bir tamirciyle biikte yagamak muthy
rahatlatici olmaliydi. Elva'nin neden Albert'in dabrada, arkadaki atOlyede
oldugu, karisina kol kanat gererek bieyler tamir etii duygusuna sarilgini
anlamak guc deldi. Bundan nasil vazgecebilirdi? Nigin vazgecmei? Kirk bir
yillik deneyimle pelimis olan o ani, Elva'nin ¢evresine onu gerceklerdenykam
bir koza 6rmitl - yani, gantasini garptirana kadar.

Elva'yla sekiz ay once ilk kgtastigimda onda sevilecek pek agy
bulabilmistim. Tiknaz, cekicilgi olmayan, yari clce, yari cin, yari kugaa ve bu
yarilarin her biri de huysuz olan bir kadindi. Yd@auher sekle sokabilmesi
karsisindasasakalmstim: g6z kirpiyor, suratini bugturuyor, gozlerini ya tek tek
ya da cift olarak portletiyordu. Alni kocaman ¢camaahtasi oluklariyla kipir kipir
gorunidyordu. Her zaman gorunir durumda olan dilishiceri girip ¢ikarken ya da
Islak, titrek, lastiimsi dudaklarinin gevresinde dolanirken, buygllicarpici bir
bicimde dgisiyordu. Onu uzun sure teskin edici ila¢ kullanimngcunda "tardive
dyskinesia” (yuz kaslarinin ila¢ etkisiyle anorregihesi) derdine grams
hastalarla tagtirmay! hayal ederek kendi kendime neredeyse kai&dh gulerek
eglendigimi animsiyorum. Hastalar birka¢ saniye icinde feiaide icerleyecekler
¢cunkl Elva'nin kendileriyle alay etini sanacaklardi.

Ama Elva'’nin asil hganmadgim tarafi ofkesiydi. Her yanindan ofke
akiyordu ve birlikte gecirgimiz ilk birka¢ saat icinde, tanigh herkes hakkinda -
tabii Albert hari¢ - sdyleyecek kotu bgey bulmytu. Onu artik davet etmeyen
arkadalarindan nefret ediyordu. Onu rahatlatmayan insdala nefret ediyordu.
Onu aralarina alanlar ya dasldyanlar onun icin hep ayniydi: herkeste nefret
edilecek birsey buluyordu. Albertin 6lime mahkum olinu ona sdyleyen
doktorlardan nefret ediyordu. Ona sahte umut verdeh daha da cok nefret

ediyordu.
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O saatler benim icin guc olsiw. Genclgimde annemin sivri dilinden
sessizce nefret ederek cok fazla saat hagtemiCocukken onun nefret etmgdi
bir insanin varigini icat etmeye calarak oynadiim hayal oyunlarini
animsiyorum: Mgfik bir teyze? Ona masallar anlatan bir dede? Oanursan,
kendinden buyuk bir oyun arkagd@ Ama hicbhir zaman birini bulamazdim. Tabii
babam hari¢, o gercekte annemin bir parcasi, s@izecibu, annemin yaragi ve
(Asimov'un birinci robotlar yasasina gore) yaratimin aleyhine donemeyen bir
robottu. Tim dualarima kan bir kez olsun - bir defacik, babgon, ne olur -
anneme haddini bildirmesti.

Elva'yla tum yapabild@im, sebat etmek, onu sonuna kadar dinlemek, bir
yolunu bulup seansa katlanmak ve ona destek velgicaky - genellikle bunca
ofkeyi talyip durmasinin onun icin ne kadar gic olmasi getele iliskin yavan
bir s6z — bulup séylemek icin batin yaratgmn kullanmaktl. Zaman zaman,
adeta muzipce, aile cevresiningeli fertlerini sorgturuyordum. Elbette saygiya
hak kazanngi birileri olmaliydi. Ama hi¢ kimse esirgenmiyorddglu? Elva onun
asansorinidn "ust kata cikmgau" soyliyordu. O "namevcuttu™: orada oflu
zaman bile "namevcuttu”. Ya gelini? Elva'nin tapej "bir HAP" — Hiristiyan
Amerikali Prenses idi 0. gu eve donerken araba telefonundan karisini arayip
aksam yemgini derhal istediini sOylerdi. Sorun yok. Yapabilirdi. Dokuz dakika,
diye animsatirdi Elva, HAP'In g&m yemgini pisirmesine - mikrodalgada ciizi
miktarda bir "gourmet” TV yengni "kotarmasina” - yeter de artardi.

Herkesin bir lakabi vardi. Kiz torunu "Uyuyan giizel(kocaman bir g6z
kirpisi ve bag sallamasiyla fisildargn) iki tane banyosu vardi - dikkatinizi
cekerim, iki tane. YalnizBini hafifletmek igin tutmg oldusu kahya kadin
"Looney Tunes" idi ve o kadar ahmakti ki sigaragigi gizlemek icin dumani
tuvaletin delgine Ufliyordu. Azametli bric partneri "Dame May Wéy" idi (ve
Dame May Whitey o6burlerinin yaninda, Elva'ya gorenSFrancisco’nun bri¢
oynayan nufusunu ofturan buatin o Alzheimerli hortlaklarin ve tukersmi
sarhglarin yaninda, kivrak zekali kaliyordu).

Ama her nasilsa, onun hincina, benim ondaglahmaysima ve bana
annemi animsagina kasin bu seanslari tamamladik. Ofkeme katlanarak aaa b
daha yaklgtim, annemi Elva'dan ¢6zip ayirarak kontr-transteraorunumu

hallettim ve yavg, ¢ok yava bir sekilde ona isinmaya gadim.
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Sanirnm dénim noktasi, bir gin "Vay canina! Ammaujausum,” diye
stylenerek kendini kol@ta attgl zaman gercekiti. Kaslarimin kalkmasina yanit
olarak, az dnce yirmi gandaki yeseniyle on sekiz delikte golf oynaggni soyledi.
(Elva altms yasinda, bir bucuk metre boyunda ve en az yetie kilo
agirhigindaydi.)

Sohbetin bana gén tarafini elden birakmadaen bir tavirla, "Nasil gitti?"
diye sordum.

Elva one d@ru esildi, sanki odada bulunan birini ghrida birakmak ister
gibi elini agzinin yaninda tutarak bana gérulmemsayida kocaman der gosterdi
ve, "Keratanin pestilini ¢cikardim!" dedi.

Bu bana harikulade komik geldi ve gulmeyesladim, gozlerim yglarla
dolana dek guldim. Gulmem Elva'ninghoa gitmgti. Sonradan bana bunun Herr
Doktor Profesor'iin (Demek benim lakabim da buydll!)cten gelen davragi
oldugunu soyledi, ve o da benimle birlikte guldl. Bundsonra birbirimizle
muiukemmel gecindik. Elva'yi - gianisti mizah duygusunu, zekasini, korgikii
- takdir etmeye bgadim. Ygun, olayh bir hayat sturmtii. Pek ¢ok bakimdan
birbirimize benziyorduk. Benim gibi o da bir gaktan 6birtne buyudk bir sigrama
yapmsti. Benim annem ve babam yirmi glarindayken, meteliksiz Rus
gocmenleri olarak Amerika'ya gelgterdi. Onun annesiyle babasi ise yoksul
Irlandali go¢cmenlerdi ve Elva Giiney Boston'un ucymartnanlariyla San
Francisco'daki Nob Hill bri¢ turnuvalari arasindakurumu amisti.

Terapinin balangicinda, Elva'yla bir saat zorlu bir gatia demekti. Onu
bekleme odasindan alip getirmeye giderken adimiasimirdim. Ama birkac¢ ay
sonra hersey desisti. Birlikte gecirecgimiz zamani doért gozle beklemeye
basladim.  Seanslarimizin  hichiri  kahkahasiz  gecmiyordiBekreterim
gulimsememden o gun Elva'yr gognoldugsumu her zaman anlayabifgini
soyluyordu.

Birkac ay sureyle her hafta bytuk, terapistle hasta birbirinden tat &idi
zaman genellikle oldiu gibi, terapi iyi gidiyordu. Elva’nin duliundan, dgisen
sosyal roliinden, yalniz kalma korkusundan, bedethige dokunulmayindan
duydusu hizinden s6z ediyorduk. Ama herlyden ¢cok 6fkesinden - bunun nasil
ailesini ve arkadgarini ondan uzakkrdigindan - konguyorduk. Yava yava

kendini birakti; daha yungak ve ilimli oldu. Looney Tunes, Uyuyan Guzel, Dame
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May Whitey ve Alzheimerli bri¢ ekibi hikayelerindelcilik azaldi. Uzlgmalar
oldu; ofkesi geri cekildikce ailesi ve arkatal ysaminda yeniden belirdiler.
Oyle iyi gidiyordu ki, tam canta carptirma olayindénce terapiye son verme
konusunu giindeme getirmeyisdiintilyordum.

Ama Elva soyulunca sanki heeye en bgtan baliyormus duygusuna
kapildi. Bu soygun hegeyden cok onun siradagini ortaya cikarnsti, "Benim
basima gelecgini hic disunmemgtim" deyisi kisisel 6zellgine olan inancini
kaybedsini yansitiyordu. Kgkusuz kendine 6zgu nitelikleri ve yetenekler§j e
benzeri olmayan gecmij simdiye dek yaams hicbir insanin tam tamina onun
gibi olmaysi bakimindan yine de 6zeldi. Ozel glm akilci yani budur. Ama bizde
(bazilarimizda gierlerinden fazla) ayni zamanda akyidir 6zel olma duygusu da
vardir. Bu bizim belli bgli 6lum0 yadsima yontemlerimizden biridir ve aklzm,
gorevi 6lum deketini yumuatmak olan bdlumu bizim yaralanmaz gidmuza
iliskin inanci Gretir; ygllik ve 6lim bakalarinin yazgisi olabilir ama bizim
yazgimiz dgildir, biz yasanin, insan yazgisinin ve biyolojilkzginin 6tesinde
yasariz.

Elva canta carptirma olayina aksgidgortiinensekillerde tepki gosterdiyse de
(6rnezin, evinden cikmaya korkfu icin yerylzinde yayabilecek durumda
olmadgini iddia ettiyse de), aslinda akgdigin elinden alinmasi nedeniyle aci
cektigi acgikti. O 6zel olma, buydlu bir gucun etkisindbna, kuraldsi olma,
sonsuza dek korunuyor olma duygusu - ona bdyleser@rli olan tim bu
aldanglar ikna etme guclerini ansizin yitirgherdi. Artik kendi yanilsamalarinin
Otesini gorebiliyordu ve daha 6nce yanilsamalaalkdn gibi korudgu sey simdi
Onlnde butun ¢iplakg ve korkuncglguyla uzaniyordu.

Yasinin yarasiimdi tamamen aga cikmstl. Onu iyice agmanin, icini
temizleyip d@ru diartst iyilemesine olanak vermenin zamani gdou
disundim.

"Bunun senin bana gelecgini hi¢ disinmedgini sdylerken tam ne demek
istedigini biliyorum," dedim. "Tum bu belalarin - ylanma, yitirme, 6lUm - benim
basima da gelegeni kabul etmek bana da cok gulc geliyor".

Elva bagini salladi, kasilan alni benim kendi hakkimda Obel sey

sbylememaasirdigini belli ediyordu.
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"Albert hayatta olsaydi bunun senin stvea hi¢ gelmemnsi olacaini
hissediyorsun herhalde”. Albert hayatta olsaydi @ ilitiyar tavigu yemee
gotirmeyec@ yolundaki kustahga yanitini duymazliktan geldit@ halde bu
hirsizlik onun gergekten gitgyoldugu gerggini agikca ortaya koyuyor."

Elva'nin gozleri doldu, ama ben devam etme hakkysdkisine, sahip
oldugumu hissettim. "Biliyorum, bunu daha 6nce de bildun. Ama senin bir
parcan bilmiyorduSimdi onun 6ld@unt gercekten biliyorsun. Avluda gleartik.
Arka taraftaki atolyede de gé Hicbir yerde dgil. Yalnizca senin anilarinda”.

Elva simdi gercekten giyordu, tiknaz govdesi dakikalarca hickiriklarla
sarsildi. Daha 6nce bunu benim yanimda hi¢c yapgtam@rada dylece oturngu
"Peki simdi ne yapacam?" diye dgunuyordum. Bereket icgudulerim bana bir
ilham verdi. G6zim cantasina - o caligimhayli hirpalanny cantaya - ikti ve
"Sanssizlga s6zum yok,"dedim, "ama bu kadar buyuk daiyi tslyip gezmekle
sen de ona davetiye ¢ikarmiyor musun?" Elva heranétivkabadayifityla, benim
tika basa dolu ceplerime ve kaglttmun yanindaki masanin tstindeki hengameye
dikkat cekmekten geri durmadi. Sonra ¢antasinita'lmoy" old@gunu beyan etti.

"Biraz daha buyuk olsaydi,” diye yanitladim, "oraga sola taamak icin bir
ylik vagonuna ihtiyac duyacaktin®. "Ustelik," dedi&lga gecmeme kulak asmadan,
"Icindeki herseye ihtiyacim var."

"Saka ediyor olmalisin! Bir gérelim bakalim!"

Elva havaya girerek cantasini kaldirip masaminngsoydu, &zini iyice
acip icindekileri bgaltmaya baladi. ilk ¢ikanlar ti¢ bg yiyecek torbasiydi.

"Acil durumlar icin fazladan iki taneye mi ihtiyacvar?" diye sordum.

Elva kis kis gulerek ¢cantanin karningheye devam etti. Her ¢ikani birlikte
inceleyip tartgiyorduk. Elva, ¢ paket g mendilin ve on iki tane kalemin (bir de
Uc kicuk kugunkalem parcasinin) gercekten fuzuli @ddou kabul etti, ama iki
sise kolonya ve U¢ adet sa¢ fircasi konusunda 6dimedirve kocaman el feneri,
kalin bloknotlari ve muazzam bir deste f@tfina iliskin itirazlarimi mitehakkim
bir el hareketiyle saf gl birakti.

Her sey icin didkiyorduk. Ellilik bozuk para destesi. Ug torkaker (elbette
distk kalorili). "Elva, bunlardan ne kadar yersen ada zayiflayacgina mi
inaniyorsun?" diye sorggumda kikir kikir guldd. Bir torba dolusu kurugu

portakal kabgu ("Oyle ya, bunlarin ne zamageiyarayacg hic bilinmez, Elva").
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Bir demet 6rgisisi ("Kendilerine bir kazak arayan alti tagg,” diye digtindim).
Bir paket hamur mayasi. Ka ciltli bir Stephen King romaninin yarisi (Elva
okudusu bolimlerin sayfalarini koparip atiyordu: "Saklaya dgmezlerdi,” diye
acikhyordu bunu). Ufak bir tel zimba ("Elva, ¢k bu!"). Uc adet giine
gozligu. Ve en dip kgelerde cgitli bozuk paralar, tel raptiyeler, kiskach tirnak
kesiciler, zimpara Kadi parcalari ve kgku uyandiracak kadar kumdifti gine
benzeyen bir madde.

Koca canta nihayet hegeyini teslim edince, Elva'yla birlikte masamin
Uzerinde sira sira dizilgniduran gyalara hayretle bakakaldik. Canta artiks bo
oldugu ve bgaltma ki sona erdii icin Uzgundik. Elva bana donip gilimsedi ve
birbirimize sefkatle baktik. Olgantsti mahrem bir andi bu. Daha 6nce higbir
hastamin yapmagh bir sekilde bana hegeyini gostermgti. Ve ben hesgeyi kabul
edip daha da fazlasini isteftiin. Onu her k§eye kadar izlemi ve yal bir
kadinin ¢antasinin hem bir yalnizlik hem de birighk araci olabilmesine saygi
ve hayranlik duymgtum; varolgun ayrilmaz bir pargasi olan mutlak yalnizlik ve
yalnizlik gercgini degilse de korkusunu gideren bir yakinlik.

Dondstirict bir seans olmgtu bu. Yakinlik zamanimiz —slka mi desem,
sevsmek mi - kurtariciydi. O bir saatte Elva bir terdilmislik konumundan bir
guven konumuna ilerlesti. Canlanmg ve kendi yakinlgma yetengine bir kez
daha inanngti.

Sanirm émrimde vergim en iyi terapi saatiydi bu.

Questions

1. Metinde, Looney tunes kimin lakabidir?
a. Kahya kadin
b. Elva’'nin kiz torunu
c. Elva'nin gelini
d. Elva'nin bri¢ partneri
Yazarin Elva'da esas glanmadg taraf nedir?
3. “Metindeki terapist, Elva'nin yagagrenen birisi oldgunu digtnuyor.”

Dogru mu yanlg mi?

121



4. "Dikkat edin, gafletten s6z etmiyorum. (1) MantiKizéyinde Elva
Albert'in 6ldiguint biliyordu, ama atigl gunlik ygamini, aclyl uysturan
ve durumu bilenlerin dik bailarini yumyatan bir hayal perdesi ardinda
yasiyordu. (2) Kirk yili gkin bir sure 6nce ywamla, kesin kayrma ve
kosullari zamanla @gnmis ama temel nitegi acik olan bir sozigne
yapmsti: Albert sonsuza dek Elva'ya kol kanat gerecdRdi.Elva tim farazi
dunyasini bu bilingdi 6nermenin tzerine kurngiw - iyi kalpli bir babanin
kanatlari altinda glven dolu bir dinya."

Bu paragrafin ana fikrini veren cimle hangisidir?

a.l

b. 2

c. 3
5. Elva'nin kiz torununun lakabi nedir?

a. Hiristiyan Amerikali Prenses

b. Uyuyan Guzel

c. Pamuk prenses

d. Looney tunes
6. "Ama Elva soyulunca sanki hgeye en bgtan baliyormus duygusuna
kapildi. Bu soygun hegeyden ¢cok onun siradagini ortaya cikarnsti, --
Benim baima gelecgini hi¢ disinmemsgtim-- deyki kisisel 6zellgine olan
inancini kaybedini ansitiyordu. Kgkusuz kendine ©6zgu nitelikleri ve
yetenekleri, @ benzeri olmayan gecmij simdiye dek yagams hicbir insanin
tam tamina onun gibi olmayibakimindan yine de 6zeldi. Ozel gl akilcl
yani budur. Ama bizde (bazilarimizdagelierinden fazla) ayni zamanda
akildisi bir 6zel olma duygusu da vardir. Bu bizim beblb 6limi yadsima
yontemlerimizden biridir ve aklimizin, gorevi 6ludehsetini yumwatmak
olan bolimu bizim yaralanmaz olglumuza ilgkin inanci tretir; yglilhk ve
olim bgkalarinin yazgisi olabilir ama bizim yazgimizstddir, biz yasanin,
insan  yazgisinin  ve  biyolojik  yazginin  Otesinde saye."

Bu paragrafta anlatilanlara gore,sa@daki inanclardan hangisi
yanlistir?'

a. Tum insanlarin 6zel oldiw inanci

b. Tum insanlarin biyolojik yazgiya tabii ol@u inanci
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c. Kisinin 6lum gibi kotl olaylara ger insanlardan daha uzak ogdu
inanci
7. Elva'’nin kocasinin 6lim sebebi nedir?
8. Yazar ve Elva arasindaki gkinin dénum noktasini, Elva'nin golf
oynadgl yegeninden bahsederek "Keratanin pestilini ¢ikardiratdsidir.
Dogru mu yanlg mi?
9. "Ug ylz dolar Elva igin énemli bir paraydi ve bigkgiin kafasi hep
onunla megul olmuwtu. (1) O kayg! giderek buhastais ve ardinda aci bir
tortu birakmgti - --Bunun benim bama gelecgini hi¢c disinmemgtim--
cumlesiyle ifade edilen bir tortu. (2) Cantasi wg \iiz dolariyla birlikte,
Elva'nin bir yanilsamasi da carpilip goturignidi- 6zel bir insan oldiu
yanilsamasi. (3) Her zaman ayricalikli bir cevresiadan insanlara musallat
olan naheluklardan, sevimsiz zahmetlerden uzaksarasti. (4) Siradan
insanlar, boyall basinin ve haber yayinlarinin Idiirgoyulan ya da
sakatlanan kivil kivil kitleleriydi."
Bu paragrafin ana fikrini belirten ctimle hangisidi
a.l
b. 2
c. 3
d. 4
10. Hangisi bu soygun Elva icin basit bir saldiridane dblmasinin
nedenlerinden dsdir?
a. Elva bu soygun yiizinden iyike ve ksisel yaralanmazga olan
inancini yitirméti
b. Elva bu soygun ylzinden kendini siradan ve korummas
hissediyordu
c. Soygundan sonra Elva'nin gganindaki rahatlik ve sicaklik cekip
gitmisti

d. Elva'nin ¢alinan paraya c¢ok ihtiyaci vardi
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Appendix L: Sample Free Recall Test

Asagida, rast gele secilgisdzcuklerden okan bir liste sunulmaktadir. Bu

listeyi dikkatle inceleyip, aklinizda tutmaya gatiz.

Kistak Alkalimetre
Baterist Bronz
Terminal Jaluzi
Stajyer Kagni
Kardiyoskop Corap
Lehim Tezkere
Mangal Sdrahi
Amonyak Hoparlor
Robot Teleferik
Mercank@k Cikrik

Asagidaki kutulara sozcukleri hatirlgiiniz sirayla yaziniz. Bu testte
siralama 6nemli dgldir. Cevaplariniz bilgisayar tarafindan kontralilecesi icin,

sozcukleri dgru yazmaya 6zen gosteriniz.
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Appendix M: Sample Ordered Recall Test

Asagida, rast gele secilgisdzcuklerden okan bir liste sunulmaktadir. Bu

listeyi dikkatle inceleyipyerildikleri sirayla aklinizda tutmaya ¢ainiz.

1. Bazuka 11. Kosul

2. Daha 12. Karag6z

3. Anket 13.  Istikak

4. Laf 14. Bash

5. Karasu 15.  Siginis

6. Konken 16. Cizme

7. Empresyonizm 17.  Tahtirevan
8. Cevrik 18. DOnme

9. Maas 19. Rumuz

10. Resmi 20. Form

Asagidaki kutulara, sozcukleri gosterildikleri siraybmziniz. Bu testte,
siralama ONEMIDIR. Cevaplariniz bilgisayar tarafindan kontrol echig icin,

sozcukleri dgru yazmaya 6zen gosteriniz.

1. 11.
2. 12.
3. 13.
4. 14.
5. 15.
6. 16.
7. 17.
8. 18.
9. 19.
10. 20.
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Appendix N: Sample Paired Recall Test

Asaglda, rast gele secilmsozcuk ciftlerinden okan bir liste sunulmaktadir.
Bu listeyi dikkatle inceleyip, aklinizda tutmayaligmiz. Hangi s6zcgiin hangi
sozcukle golduguna dikkat ediniz.

21. minzevi - it 27. akkiz - iribas
22. 0rnesin - nine 28. yuz - otobus
23. derdest - kafar 29. filtre - kenar
24. ejderha - nekahet 30. sehzade - keklik
25. pulre - meteoroloji 31. sakarin - Kkutu
26. azim - emsal 32. carpintt - humma

Asagida, her satira, daha dnce gadidiitiz s6zcik ciftlerindeki s6zcuklerden
biri yazilmstir. S6zcuklerin yanlarindaki kutulara, sézcukigdeki diger s6zcgt
yaziniz. Cevaplariniz bilgisayar tarafindan konadilecgi icin, sézcukleri dgru

yazmaya 0zen gosteriniz.

21. minzevi | | 27. akkiz | |
22.  nine | | 28. yuz | |
23. derdest | | 29. filtre | |
24. nekahet | | 30. keklik | |
25. pure | | 31. kutu | |
26. emsal | | 32. carpinti | |
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Appendix O: Sample Number Recall Test

Asagida, rast gele okturulmus bir sayr mevcuttur. Bu sayiyl dikkatle
inceleyerek aklinizda tutmaya gahiz.
226640477228

Asagidaki kutuya, hatirlamaniz icin sunulgalan saylyi yaziniz.
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Appendix P: List of Resources Examined for the Traning

Program

Effective Time Management

Alesandrini, K. (1992)Survive Information Overload: the 7 Best Ways toitge
Your Workload by Seeing the Big Pictudomewood, Ill.: Business One
Irwin.

Engstrom, T. W. (1967Managing your time: practical guidelines on thecefive
use of time / Ted W. Engstrom and R. Alex Mackefuzevord by Herbert
J. Taylor.Grand Rapids, Mich.: Zondervan Pub. House.

Mancini, M. (2003).Time ManagemenMcGraw-Hiill.

McCay, J. T. (1959)The Management of TimEnglewood Cliffs, N.J., Prentice-
Hall.

Smith, H. W. (1998)Hayati ve Zamani Yonetmenin 10 dab Yasasl Sistem
Yayincilik.

Fast and Effective Reading

Canavan, P. J. & King, M. L. (1968Reveloping reading skills [by] P. Joseph
Canavan [and] Mary Louise KindBoston, Allyn and Bacon.

Miller, L. L. (1964).Increasing Reading EfficienciNew York, Holt, Rinehart and
Winston.

Morrow, K. (1980).Skills for Reading: with Extracts from New Scienti3xford
University Press.

Sparks, J. E. (1971Read Right; Comprehension Power [by] J. E. Spagksd]
Carl E. JohnsonBeverly Hills, Calif., Glencoe Press.

Waldman, J. (1972)Reading with Speed and Confidend&ew York, Random
House.

Wiener, H. S. & Bazerman, C. (1991Reading Skills HandbookBoston :
Houghton Mifflin.

Active Use of Memory

Learning and Memory of Knowledge and Skills : Duiigband Specificity(1995).
Thousand Oaks, Calif. : Sage Publicatins.
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Bruno, F. (1944)The Practical Way to a Better Memomew York, Grosset &
Dunlap.

Buzan, T. (1971)Speed MemoryLondon, Sphere.

Cohen, G. (1996Memory in the Real World(Second Edition ed.) East Sussex,
UK : Psychology Press.

Hayes, O. W. (1961)Your Memory-Speedway to Success in Earning, Legrnin
and Living; Featuring the Auto-Magic Memory MethoNew York,
Exposition Press.

Neath, 1. (1998).Human Memory : an Introduction to Research, Datad a
Theory Pacific Grove, CA : Brooks/Cole.

O'Brien, D. (1993)How to Develop Perfect Memorfavilion Books Limited,
London.

Tileston, D. W. (2004).What Every Teacher Should Know About Learning,
Memory, and the BrainThousand Oaks, Calif. : Corwin Press.

Wood, E. E. (1974)Mind and Memory TrainingThe Theosophical Publishing
House, Ltd., 68 Great Russell Street, W.C.1.
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Sample Mind Map

Appendix Q
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Figure Q.1: Sample Mind Map
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Appendix R: Informed Consent Form

Gonullu Katihm Sartlari

Amag: Bu calsmanin temel amaci, internet tGzerinden @itien programi
sunarak, temel @enme becerileri arasinda olan etkili zaman yo6netmzh ve
etkili okuma, etkin bellek kullanimi becerilerinimelistiriimesine katkida
bulunmak ve internet lzerinden sunulacak ktim programinin, bu becerileri
gelistirmekte baarili olup olmayacgni incelemektir.

Bilgi: Kaydolmadan o6nce, caima hakkinda ayrintili bilgiyi, @timin
verilecesi internet sitesinde (http://www.ogrenmeyiogrennmek) bulabilirsiniz.

Gizlilik: Calisma boyunca veregmiz tum bilgiler tamamiyla gizli tutulacak
ve sadece agarma amacli dgerlendirilecektir. Bu bilgiler kesinlikle,
katihmcilarin kimlgini ortaya cikartacakekilde kullaniimayacaktir.

Ortalamalar (GPA ve CGPA)Calismanin hedefi dgrultusunda, sunulan
egitimin akademik bgariya katkisini 6lcmek amaciyla, katilimcilarinatatmalari,
sadece cajmada kullaniimak ve tamamiyla gizli tutulmak Uz&egydedilecektir.
Bu programa kaydolmakla, ortalamalarinizgdman kendiniz bildirmeyi ya da bu
ortalamalarin ODTU @renciIsleri'nin ilgili birimlerinden alinmasini kabul etgi
olacaksiniz.

Gonullaluk: Bu programa katilm tamamiyla goénullilik esasingabidir.
Programa kaydoldiunuzda, bu ¢caimaya gonullu olarak katilmplacaksiniz.

Birakma: Calisma, genel olarak kisel rahatsizlik verecek bir icga sahip
desildir. Ancak katilim sirasinda herhangi bir nedemdéturi rahatsizlik
hissederseniz ya da devam etmek istemezseniz, gonogyarida birakmakta
serbestsiniz.

Tesekkir: Bu calsmaya katildginiz icinsimdiden tgekkulr ederiz.
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